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Abstract

This study explores the implementation of the communicative approach (CA) to English
second language progress testing in an African secondary school which falls under the

Eastern Cape Department of Education.

The goal of the research is to establish how teachers access, conceptualise, and apply the

CA to language testing in their specific working conditions.

The report of the findings of the research reveals that teachers’ understanding of the CA
to testing differs from that of the linguists, curriculum designers, innovators, and syllabus
writers. This is caused by a combination of factors including teachers’ poor working
conditions, the lack of focused pre-service training and effective in-service structures for
their empowerment as the agents of innovation, coupled with the poor circulation and a

lack of clarity in official documents on the CA to language testing.

These constraints made it impossible for teachers to implement the CA to language
testing. In order to carry on with their work, however, teachers developed coping
strategies by drawing, probably unconsciously, on a mixture of structuralist,
sociolinguistic-psycholinguistic, communicative and any other testing practices they may

have acquired during their years of service.

Although based only on one school, the findings of this study indicate that for
fundamental innovations such as the CA to take root, there is a need for the adoption of
more dedicated, reflective implementation strategies involving proper planning and
monitoring, as well as evaluation and re-evaluation of the entire process. This necessarily
slow process must go hand-in-hand with a dedicated pre-service and in-service
empowerment 'program based on consultative communication between innovator and
agent; and a persuasive education/re-education approach which will encourage teachers to

change their entrenched practices.
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CHAPTER ONE

INTRODUCTION

1.1 AIMS OF THE RESEARCH

This research project examines teachers’ practices in English Second Language (ESL)
progress testing, in an African secondary school in the Eastern Cape Department of
Education. The general aim of the study is to assess teachers’ awareness, understanding
and application of the communicative approach (CA) to language testing by, firstly,
looking at the sources of information about the communicative approach to language
testing available to the classroom teacher. These include the available body of theoretical
information about the approach, the ESL syllabus, the guideline document to the
Communicative Language Teaching (CLT) approach, and the in-service facilitator
programmes available. Secondly, teachers’ second language progress tests are analysed in
terms of the tenets of the CA to language testing. The steps taken in order to achieve the

aim of the study therefore include the following:

(a) examination of the sources of information about the CA to language
testing; assessment of how these facilitate teachers’ access to and
understanding of the approach and its application to their working

conditions;

(b) observation of the actual process of administering tests in the five

streams of the class studied - grade ten - in a single school;
© collection of samples of different tests written in the different
streams of the class studied, and analysis of the tests for syllabus

requirements and tenets of the CA to language testing;

(@ analysis, with teachers’ permission, of a sample of marked scripts,



marking schemes, and mark lists to ascertain the scoring system

used in these tests;

(e) interviews with teachers to elicit responses about the types of

questions asked, and how and why they are asked;

® making comparisons between information obtained from
observation, question paper analysis, and recorded interviews, and

finally,

(g)  writing a critical, descriptive and interpretive account of the whole

phenomenon based on the procedures specified above.

1.2 The study in context

1.2.1 Recent theoretical developments in applied linguistics

The last twenty-five years have witnessed radical changes in the field of language testing
(Bachman 1990). These were triggered by changes taking place in related fields a few
years earlier. In the linguistics field, for example, there has been a shift of emphasis from
the Chomskyan view of language as structure and form (Chomsky 1973) to the view of
language as functional and communicative (Widdowson 1978, Brumfit 1980). In the
language teaching field there has been a movement from approaches that focused on
language as formal structure and on "learning as facilitated by explicit formal instruction"
(Bachman 1990:296) -- the Grammar Translation, and the Audio-Lingual methods, for
example (Richards & Schimidt 1983 and Larsen-Freeman 1986) -- to approaches that
emphasise language as communication and recognise the potential for learning and

acquisition through "communicative language use" (Bachman 1990:296).

These broader views about the nature of language, language use, language teaching,
learning and acquisition have widened the scope of language testing (Bachman 1990).

There has been a need for communicative language testing to address new content areas



such as sociolinguistic appropriateness rules, for new testing formats to permit and
encourage creative, open-ended and critical language use and interpersonal interaction in
authentic situations, and for new scoring procedures which allow for more subjective

judgement (Oller 1979:7-8; Canale 1983:79; Bachman 1990:296).

1.2.2 The significance of the new language theories for teaching in South Africa

In South Africa, the new theoretical orientations have led to the adoption and introduction
of two consecutive English second language syllabuses, implemented in 1986 and 1996
respectively, for grades 10-12. These two syllabuses have promoted the communicative
approach to language teaching, learning, and evaluation. However, Gough (1992:8) has
raised the concern that there is a striking gap between the syllabus design and its
implementation and evaluation. By examining the ESL syllabus, this study attempts to
understand the phenomenon of the gap between the syllabus design and language testing

procedures.
1.2.3 New developments on the political scene

In South Africa, the last decade of the twentieth century has witnessed a host of radical
political changes, notably the demise of the apartheid regime and the inception of a new

process of democratisation in all aspects of South African life.

In the educational domain, the ANC-led government of National Unity has instituted a
new Schools Act (1996) which entrenches the fundamental principles of non-racism , non-
sexism, democracy, unity, and historical redress. In the wider educational community in
South Africa, these principles are expected to bring about "equity and justice" (Peirce
1992:64) in pedagogical and assessment practices. And it is partly in pursuit of this equity
and justice that the ANC government has declared eleven official languages, and equal

multilingual and multicultural education for all (Constitution Act 1996).



1.2.4 New Education Departments in South Africa

The recent political changes in the country have also affected educational organisation,
management and practice in ways that need to be noted for the proper understanding of
the context of this research. New education departments, with new boundaries and new

functional and role descriptions have come into existence.

There are now only nine provincial education departments plus one state department of
education. The latter, under the national Minister of Education, sets norms, standards and
guidelines which must be adhered to nation-wide, while the provinces retain a degree of
self-determination which gives them a greater say in their educational affairs than was

previously the case.

The school remains the smallest unit of the provincial educational establishment. It is
controlled by a council comprising the school governors and the principal. The latter is
accountable to the Education Development Officer (EDO) who controls a number of
schools within a larger unit known as a circuit. The EDO is accountable to the District
Manager, who controls an educational district composed of several circuits. A certain
number of districts constitutes a region under the Regional Director, who is accountable
to the provincial Member of the Executive Council (MEC) for Education through the
permanent Secretary for Education. The chain of command eventually reaches the

National Minister of Education, and ultimately the President of the Republic.

1.2.5 The Eastern Cape Department of Education

The Eastern Cape Department of Education, under which this study was conducted, is one
of the nine provincial departments of education in the country. It is divided into seven
regions, each of which has six districts. Each district is sub-divided into six circuits and
the number of schools in a circuit varies according to the demographic and socio-
economic profile of the area. Considerations of administrative access were paramount in

determining the sizes of circuits.



The individual schools in the circuits have also undergone a number of changes. Of
particular significance for this study are the phase and level designation systems
(Circulars 36/97; 38/97; 39/97). The old five-phase designation system covering both
formal and tertiary education -- junior primary, senior primary, junior secondary, senior
secondary and tertiary education -- has been replaced by a new designation system
consisting of three bands. These are General Education and Training (GET), covering the
first nine years of schooling; Further Education and Training (FET), covering the last
three years of formal education; and Higher Education and Training (HET), covering all
post-formal education. The General Education and Training band is subdivided into three
phases: a Foundation Phase (first three years of schooling), an Intermediate Phase (years
4-6), and a Senior Phase (years 7-9). According to Curriculum 2005, which is designed
according to the principles of Outcomes Based Education (OBE), the state will provide
free and compulsory education only up to the end of the General Education and Training

band (the first nine years of schooling).

With regard to school level designation, all school levels falling under GET and FET are
designated "Grades". Thus the first year of formal schooling is referred to as grade 1
(former sub A), and the last year of formal schooling is referred to as grade 12 (former
standard 10). According to official departmental regulations, educational institutions are
required to apply the level designations as of the date of the last circular mentioned above
(39/97). For some time already, forward-looking textbook and study materials writers and

academics have been using the new phase and level designations.
1.2.6 Delineation of the field of study

This study was carried out in the Alexandria circuit no. 6, in the Grahamstown district
which falls under the Western Region of the Eastern Cape Department of Education. The
Alexandria circuit has fifty schools in all, of which five are grade 12 secondary schools,
two grade 9 secondary schools, thirty-five farm primary schools, one private missionary
farm primary school, and seven public primary schools. Out of a total of 10 009 pupils

attending these schools, 3 531 are at secondary school level.



The schools draw the majority of their pupils from the 208 commercial farms in
Alexandria where Afrikaans is the main language used in the work place. Thus the pupils
in this area grow up speaking Xhosa as their first language, and hearing and
understanding Afrikaans. English assumes prominance as a necessary school subject in the
first three years of schooling and eventually rises to a position of dominance as a medium
of instruction and evaluation in schools and colleges; it is also the major language of
access and mobility in the wider society (De Klerk and Bosch 1994). In this situation the
parents, the teachers and the pupils find it useful to develop strategies for working

towards some form of functional individual multilingualism.

This study covered only one senior secondary school out of five in the circuit, for two
major reasons. First, the research is educational ethnographic case study; that is, it is a
small-scale, in-depth study of teachers’ testing practices, a subject requiring close
observation over some time (Spindler 1982; Watson-Geogeo 1988). A larger group of

teachers spread over a more extensive area would not have been a practicable proposition.

Secondly, the school focused on in this study is in many ways representative of similar
schools, not only in the circuit but also in the district and entire province. The basis of
this claim is two-fold: the five years’ experience of the author as an English second-
language teacher in the former Ciskei and Transkei, and a pilot study, which covered
three circuits in the education district of the current study (Ssemakalu 1996), both provide
evidence that secondary schools traditionally attended by Black pupils, and formerly
falling under the defunct Department of Education and Training (DET), are similar in at
least the following ways: the low-income backgrounds of students, the poor school
education and college training of teachers, under-staffing, large classes, poor physical
structures and a lack of material equipment, irregular teacher and student attendance,

wide service areas for single schools, and poor transport.

According to Stenhouse (1984), case study information is generalisable if in the
judgmental comparison of readers the case being described is similar to another. On these

grounds it is hoped that information obtained from this study, based on one school, will



be reflective of the situation obtaining in similar schools in the province.

The study examined the language progress testing practices of only grade ten teachers of

ESL. The choice of this class was inspired by a few important considerations: firstly, the
researcher, who is also an ESL teacher and Head of Department (HOD) of English in the
same school, did not have English classes in the grade. The choice thus sought to counter

the researcher subjectivity and bias which might result from researching one’s own work.

Secondly, because of its level within the recent designation system, grade ten seemed to
be the most suitable class for a study of this nature. Prior to 1992, grade ten formed the
highest level of the junior secondary phase, now part of the GET band, and pupils at this
stage were required to write an external examination for the award of the General
Education Certificate (GEC). In 1992 the GEC was scrapped, and grade ten was shifted

to form the first of the three levels of the senior secondary phase, now the FET band.

In 1996, a separate revised ESL syllabus based on the CA to SLT and evaluation was
implemented for this group of young adults who, at least in principle, should range
between the ages of 15 and 18. It was hoped that by examining the language progress
testing practices of teachers in the first grade of the final formal education phase the
author would gain the desired insight into teachers’ conceptualization and implementation
of the recommended approach, the problems they experienced, and as Maley (1986) puts
it, the strategies they developed to go on in spite of the problems. It was also hoped that
the critical interpretive and descriptive report resulting from the study might provide
suggestions for improvement, which could be used to inform future in-service and

facilitator programmes organised for all ESL teachers serving at this level.
1.3  Narrowing the area of focus
1.3.1 Definition of language tests

For many educated people and educators, a language test is understood as a written

device, in a classroom context, which tries to assess how much has been learned on a
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language course or some part of the course (Oller 1979:2). This, however, describes only

one form of language tests.

For applied linguists and researchers, language testing represents a large industry,
consisting of a variety of complex enterprises (Spolsky 1968). Oller (1979) has observed
that there are in fact language elements in all tests, whether these are language or content
tests. This kind of situation dictates the need to define the scope of a small-scale and

focused piece of research such as the present one.

In spelling out the distinction between language tests per se and other tests, Bachman
(1990) has asserted that the uniqueness of language tests resides in the fact that language
constitutes both the "tool and object" of testing in language tests. In educational
measurement in general, language is used as a tool to measure a specifiable object other
than language, e.g. language may be used to elicit or express data, facts, responses,
personality traits, attitudes, concepts or whatever the object of testing might be. In
language tests, where the "tool" and "object" of testing are the same, emphasis is put on

language or language ability as the "object” of testing.

The different language abilities tested are spelled out by Oller (1979:3) as relating to,
among other things, "progress and achievement testing, intelligence and aptitude
measument". The different forms these tests can take include "spoken, heard, read,
written or merely thought, or some combination of these . . . in a formal or informal
situation” (Oller 1979:5).

This study focused on the formally written language tasks in which teachers tested the
progress of the "communicative competence” (this concept being used in the broadest
sense) of their pupils. Because even this domain is too broad and complex to be covered
in a single research project, this study approached language progress tests from only three
main vantage points, which were considered to be of crucial significance to regular testing
practices in a classroom situation. Thus, firstly, language tests were examined as tests per
se, in which case questions of validity, reliability, practicality, and wash-back or

instructional value were considered (Oller 1979).



Secondly, language progress tests were considered from the point of view of the learners
themselves. The questions asked in this case sought to establish whether the tests,
although in a written form only, offered learners opportunities to use language creatively
and critically, and in accordance with the socio-linguistic norms of appropriacy (Oller
1979; Canale 1983; Bachman 1990; Singh 1994;); whether they provided open-ended
questions which allowed learners to express their informal schemata (Carroll 1983;
Barkhuizen 1993); and whether they encouraged learners to demonstrate, exercise,

challenge and enhance their cognitive ability (Piaget 1952; Vygotsky 1978, Peirce 1992).

Thirdly, language progress tests were examined for their appropriateness in assessing the
grammatical competence of pupils. Grammatical competence is recognised in the
communicative paradigm as an important strand which provides the foundation of
meaningful communication, and Thompson (1996:10) has warned against "the most
persistent misconception” of over-stressing the teaching of functional skills -- e.g. making
a telephone call to book a hotel room or scanning a text to extract specific information --
at the expense of knowledge of the underlying language structures needed to actually

perform these functions.

In addition to these three angles of approach to language progress test analysis, the actual
set tests were examined for qualities that might affect the performance of learners,
including syntactical clarity, simplicity, and accuracy; lexical appropriateness, question
length, clarity of instructions, layout, and familiarity with the genres of texts used
(Barkhuizen 1993).

1.3.2 The case for language progress tests

The use of language progress tests in trying to achieve the aims of the study was based on

their specific properties:

(1) they are "designed, constructed and used" (Allen and Davies 1977:42) by
the teachers themselves, who are the implementers of theoretical

innovations underpinning classroom practice, e.g. the CA;
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(i)  they are used by the teachers "to find out how well the students have
mastered the language areas and skills which have just been taught"
(Heaton 1990:8);

(iii)  they constitute the class record which is used together with the final year
scores for promotion purposes (Bachman 1990:226);

(iv)  in addition, they provide data which can be used to evaluate the

effectiveness of the teaching/testing methods used.

Thus these language tests can be used to gain insight into the language areas the teachers
have taught, the teaching methodologies they use, their conceptualisation of language,
language teaching/learning and acquisition, language testing/evaluation, and their criteria

of what constitutes success in these areas.
1.3.3 The Department’s conceptualisation of language progress tests

Although the foregoing description of language progress tests is acceptable by educational
theorists, practioners and administrators, the last mentioned, in translating the foregoing
conceptualisation of these tests into practical guidelines for the teachers, tend to stress one
function of these tests at the expense of the others. It is believed by the departmental
authorities that in order to serve as part of the final year assessment, progress tests should
be written monthly. And in the particular case of language progress tests, a monthly test is
expected to look as a micro-sample of the final year examination i.e. testing several areas
of language e.g. grammar, composition, comprehension, and possibly literature every time

a monthly test is written.
1.3.4 Structure of the thesis

The content of this thesis is organised as follows: In chapter one the general aim of the study
is stated -- to assess teachers conceptualisation and implementation of the CA to language
testing by examining the official documents for clarity about the approach, and analysing
teachers’ language progress testing documents for evidence of the CA to language testing.

The chapter then outlines the theoretical developments in linguistics leading to the CA and
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its application to teaching and testing, suggests the significance of these developments for
educational transformation within a rapidly changing South African society, and contrasts
them with the concrete situation obtaining in the specific context of this study. The chapter

closes with a theoretical account of language tests in general and progress tests in particular.

Chapter two begins with the definition of terms. This constitutes a multiple and tentative
framework of specialised conceptual referencing which makes it difficult enough for experts
to discuss language testing issues, not to mention the understanding of these by the field
practitioners. The various uses of language progress tests are then outlined, followed by a
detailed, chronological critical review of the theoretical approaches leading to the CA to
language testing, and finally, a discussion of the essential requirements for tests in the

communicative paradigm.

The research theory and methods of ethnographic case studies, within the educational context,
are discussed in chapter three. In keeping with the protocols of ethnographic research, also
discussed are the limitations of the data collection techniques, problems experienced during
field work (Smith 1996), problems relating to researcher subjectivity, and ethical issues
(Stenhouse 1987, Cohen and Manion 1989). In the interests of transparency, copies of the
research report and open discussion of the findings are pledged to all parties in the

researched community.

In chapter four the data collection process is described, and the data is analysed and
interpreted within the framework of the theory and methodology outlined in chapters two and
three. In chapter five the findings are discussed and applied, and conclusions are drawn. In
brief, these are that the teachers’ conceptualisation of the CA differed from that of the
linguists, curriculum designers and syllabus writers; owing to inadequate pre-service training
and a lack of support structures, coupled with hard working conditions, teachers were not
implementing the CA to language testing. Finally, certain recommendations are made, the

limitations of the study are acknowledged, and further areas for study are projected.
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CHAPTER TWO

THE THEORY OF LANGUAGE TESTING

2.1.1 INTRODUCTION

Language testing, as Palmer et al has observed (1981), is such a broad and complex
multitrait-multimethod field of study that to be meaningful, a small-scale study such as
this should maintain a steady focus on and even re-state its aims and goals at every major
stage in its unfolding. This approach will help both author and reader to keep track of the
factors relevant to the research question, distinguishing them from a multiplicity of others
which in the broader language testing field intimately and intricately overlap, interrelate

with and affect one another in ways that are difficult to specify and measure.

Hence it is considered useful for a small-scale study in the language testing field, in
defining its area of focus, to pose and answer at least four major questions of practical
import. These questions concern, first, the purpose for the language tests under
consideration; secondly, the context in which the testing is taking place; thirdly, the
nature of the language abilities to be measured; and lastly, the testing procedures used to

elicit and measure the target language abilities (Bachman 1990).

In this study, these questions were addressed in the general introductory chapter. To
recapitulate: the language tests dealt with in this study are those set by teachers to
measure pupils’ progress in the acquisition of communicative competence in ESL in a
classroom context in a particular secondary school. The testing technique used is the
formally written language test, in different formats. Of particular concern to this study are
the problems identified by Barkhuizen (1993) as responsible for the pupils’ poor

performance in language tests (see 1.3.1).

This chapter attempts a critical review of theoretical thinking about language testing in

relation to the questions posed above. The main aim is to highlight major approaches to
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language testing prior and leading to the popular communicative approach to testing,
which is this project’s major object of study. The major forerunners to the CA to
language testing are the structuralist approach, with its analytical, discrete-point test
formats (Davies 1978), and the psycholinguistic-sociolinguistic approach advocating an

integrative method of testing (Oller (1979).

It must be acknowledged from the outset that one of the major problems in pure and
applied language studies is the lack of a precise, unified framework for conceptual
referencing (Easterman 1992). Hence, especially in the language testing field, authors
concerned with clarity and precision define each and every technical concept before they
use it. Bachman (1990) is a case in point. Yet these commendable efforts remain
beleaguered by ambivalence and ambiguity since they have not been given collective
recognition and expression. In striking contrast to Easterman (1992) are other scholars
who introduce and use technical terms without bothering to explain them, for example
Weir (1993). In order to make the following discussion as clear as possible, working
definitions of key terms are supplied, on the understanding that, in the circumstances,

they must be somewhat tentative.

2.2  Definition of Terms

Evaluation, Measurement and Test

In this study, the term that stands in greatest need of conceptualisation is "test". But since
in much of the literature on language testing this term appears alongside and is sometimes
used synonymously with the other terms, I concur with Bachman (1990) that the

distinctive characterisation of these companion terms, however marginal, is vital to a full

understanding of the debate about language tests.

2.2.1 Evaluation

Bachman (1990:26) has defined evaluation as 'the systematic gathering of information for

purposes of making decisions." Sometimes the evaluative information may be quantified,
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as in the case of ratings and test scores often used to make decisions about the selection,
placement, and progress of individual pupils. But evaluative information as such need not
be derived from tests, and may not necessarily be quantified. In the same way, test
information, although always quantified, need not, per se, be evaluative: for example,
non-test verbal descriptions of overall impression may provide important information for

evaluating individuals’ language potential (ibid).

2.2.2 Measurement

The following definition of measurement has been adopted from Allen and Davies (1977)
and Bachman (1990). According to these scholars, measurement consists in assigning
theoretical mathematical models to objects and events with the aim of finding out more
about them. In the language testing field this involves the quantification of observations of
individuals’ behaviour or characteristics according to explicit procedures and rules. For
measurement purposes, observations may be obtained in a variety of ways, one of which
is the direct, formal, controlled and focused approach of testing. Other types of
measurement include a naturalistic approach to data collection, over a long period of
time, such as that used in teachers’ rankings and grading, or through a direct, informal

and uncontrolled contact between subject and observer.

Observations are quantified according to four types of measurement scale: ordinal,
interval, nominal and ratio (Allen and Davies 1977; Oller 1979; Bachman 1990; Heaton
1990). In the testing field in general, all may be used, but for the purpose of this study,
only the first two are described because of their vital importance in language progress

tests.

The ordinal scale, as the name suggests, relates to an "ordering process" of observations
(Bachman 1990:28). It is the one most used by teachers in grading, when they compile
merit schedules ranking pupils "first", "second", "third", etc., according to some attribute

or ability (Allen and Davies 1977).

"Equal interval" is the most characteristic property of the interval scale. With this scale
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different levels of ability are allocated numbers in such a way that the distances or
intervals between them are equal (Bachman 1_990:28; Allen and Davies 1977:13-14) The
second property of the interval scale is "ordering": After levels have been allocated
numbers, they may be ordered in the desired ascending or descending order. It is this
"ordering" property that forms the basis for teachers’ rankings and grading in the ordinal
scale. Figure 2.1 below illustrates the "equal interval” and "ordering" properties of the

interval scale (see the test score axis).

Ordinal scale interval scale
(ranking) (test score)
'
1
First S e s s T IF 90
: [T 80
Second 4---- """ :
i : - ----% 65
Third 4----"-"- "7 R r 60
I -
-7 1
] -
Fourth 4' -7 |I
i ]
1
Fifth S e o 30
1

“igure 2.’ Comparison between ordjnal and interval scales (Bachman 1990)

The statistics appropriate to the interval scale are called "parametric statistics" (Allen and
Davies 1977:14). These are often used by teachers to do the necessary calculations of
totals, percentiles, means, etc., on the basis of which teachers, parents, and test users
make evaluative statements and decisions about pupils. The major difference between the

ordinal and interval scales is also illustrated in figure 2.1 above.

In the illustration, the test score axis on the interval scale indicates that the testees are not
equally distant from each other on the ability measured. The ranking on the ordinal scale
however, seems to suggest that the intervals between the five testees are all the same. In
other words, both the ordinal and interval scales have the quality of showing which testee
is better than the other, but the interval scale has the additional quality of specifying the
extent to which the better testee is higher than the runner-up. For discussion of the
limitations associated with the use of these scales in the measurement of fluctuating

human mental attributes, see Allen and Davies (1977:13-14) and Bachman (1990:32-40).



16
2.2.3 Test

Oller provides the following definition of "test":

any observable activity a student is asked to perform under controlled
conditions in order to determine his or her capacity to perform similar

activities under less rigid controls. (Oller 1979:184)

Carroll (1968) agrees with Oller, pointing out that the distinctive element of a test is that
it is designed to obtain a specific sample of an individual’s behaviour or characteristics,
by using carefully designed elicitation procedures. He emphasises that a test necessarily
quantifies an individual’s characteristics, which the test user can interpret as evidence of

the individual’s attributes or abilities in a disciplinary area of interest (Carroll 1968:46).

Thus a language test is a unique type of measurement which focuses on the specific
language abilities of interest, which, according to Cummins (1980), may include

cognitive/academic language skills, writing abilities, informal interaction skills, etc.

Bachman (1990) proposes that in order to make correct inferences and proper use of test
scores (and thus maximise the chances of making correct decisions about the language
testees), it is important that language tests have the essential qualities of validity,
reliability, and efficiency. These concepts are discussed in detail later in the chapter (see
2.6), but a brief description of them at this point will illuminate arguments in the review

of theoretical approaches to language testing which follows shortly.

According to Allen and Davies (1977), when a test measures "that which it is supposed to
measure and nothing else, it is valid" (Allen and Davies 1977:18). Oller (1979) argues
that the "reliability of a test is a matter of how consistently it produced similar results on
different occasions under similar circumstances"” (Oller 1979:4). Bachman selects words
more expressive of accuracy to describe the concept of reliability: he argues that
"reliability is a quality of test scores pertaining to the extent to which they are free from

measurement errors” (1990:48). The concept of efficiency is concerned with matters of
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practicality and cost in test design and administration (Weir 1987).

The earnest concern with accurate measurement scales, and valid, reliable and efficient
tests shows the importance scholars, teachers, students, parents and other test users attach
to them. Briere (1969) refers to tests lacking in these qualities as "criminal” because such
tests, especially those lacking in validity and reliability, will necessarily lead to wrong
inferences and ultimately to wrong decisions about testees, whose entire lives can be

jeopardised by such decisions (Briere 1969:214).

In most educational programs, testing in general, and language testing in particular,
remains one of the most enticing ways of gathering evidence for making very important
decisions about pupils and teachers and educational programs. Highly detailed discussions
of the different types and uses of language tests are found in Allen and Davies (1977),
Oller (1979), Bachman (1990) and Heaton (1990). Some of these were mentioned and
discussed in the introductory chapter of this study. The next section focuses on the
overlapping social, research, and educational uses of language progress tests, and tries to

consolidate the discussion initiated in the first chapter.

2.2.4 Other terms

There are a few concepts which, in the context of this research, have acquired a slightly
but significantly different shade of meaning from their common dictionary definition.
They are used so frequently in this study (especially by the research participants) as to
require some clarification. In this study, the terms pupil and child are used synonymously
to express the same meaning as the words student and learner. The concepts facilitator
and subject adviser are also used interchangably, as are the terms standard eight and
grade ten in reference to the class researched. The term mistress or its short form miss

is used to refer to a female teacher, while her male counterpart is referred to as teacher.

2.3  Uses of Language Progress Tests

The concept of language progress tests has already been defined in the first chapter of this
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study (see 1.3.1). About the general uses of language progress tests, Prodromou (1995:8)

suggests:

given at the right time and in the right proportions, language tests can be
valuable in assessing learners’ proficiency, progress, and achievement.
They are good devices for diagnosing learners’ errors, and difficulty,
providing motivation to both teachers and pupils, imposing discipline,

ensuring attention and regular attendance.

2.3.1 Research Uses of Language Progress Tests

Language progress tests play an important role in providing useful research data. Henning
(1987) proposes that whether research is focusing on mother-tongue or second-language
considerations, whether it is being conducted in orderly laboratory surroundings or in a
natural setting, tests will at some point be necessary to check on the learning that has
taken place so far. Clark and Swinton (1979) suggest that language tests will also be
found useful when the focus of research is theories of language, or methods of language
teaching, or language teaching materials -- to which may be added, theories and methods
of language testing. All in all, tests must be seen as important research tools in

educational research.

2.3.2 Educational Uses of Language Progress Tests

In educational programs, language progress tests serve several purposes. This study
examines only the following major ones: finding out about pupils’ progress, encouraging
learners and teachers, diagnosing learning/teaching problems, and providing a washback
effect.

(i) Finding out about progress

For most or all of their careers, the majority of language teachers are not involved in

research work in education. But for them, too, language progress tests are highly
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important, as a means of finding out what progress their pupils have made. Braley and

Raatz (1984) describe this somewhat sceptically: language tests, they say, are supposed

ideally to compare pupils with an already determined standard . . . in
practice however, the ideal aim is hardly ever achieved: in most cases it is
pupils compared with one another, and the already determined standard is a

fiction . . . . (Braley and Raatz 1984:135-136)

Whatever the faults in the use of language tests to measure progress, it is certain that all
teachers need and use them: they need to know how their pupils are getting on and how
well what has been taught has been learned. Thus according to Skehan (1991), the less
technical but common-sense view of a language test will include "any test, combining as
many test methods as possible, and preferably set by the teacher with the express aim of
assessing how far learners have gone" (Skehan 1991:10). The information gained will
help teachers determine the next step in their teaching; it is useful to pupils too, for stock-

taking purposes.

(ii) Encouraging students and teachers

In many content subjects, pupils can easily get a rough idea of the progress they have
made by looking back at the number of topics or discrete facts and items they have
covered over a given period of time. With language learning the case is slightly different:
Heaton (1990) points out that, according to communicative theories of language and
language learning/teaching and testing, learning a second language does not only consist
in mastering a discrete set of rules and items. It also involves learning skills and
strategies of language use. But these are extremely difficult to specify and sequence in
learning order, which makes it very hard for pupils to make even the roughest estimate of
the progress they have made in language learning in a given period of time. A well-
designed classroom test may be useful in giving students an idea of the progress they have
made, thus increasing their motivation and encouraging them to aim at better results.
Although there are some dangers in generalisations of this kind, Heaton (1990:10) makes

the point that there is at least "some connection between liking something and being good
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at it."

Language progress tests also provide encouragement for the teacher. According to Fabian
(1982), a good class performance in a progress test is the most immediate reward for the
committed teacher: it confers a sense of efficiency, self-confidence and fulfilment. In the
event of a poor performance, the teacher need not be discouraged: s/he must grab the
opportunity to identify the reason for the poor result, which might range from an unsound
language and/or language teaching theory, and the syllabus based on such theory, to a
genuine learning problem or weakness pupils are experiencing (Hughes 1989). Language
teachers in a classroom context are normally concerned with the last-mentioned problem,

which is usually investigated through a diagnostic test.

(iii) Diagnosing learning/teaching problems

According to Bachman (1990) a diagnostic test is a use made by a teacher of the
information provided about the presence or absence of a skill or part of a skill. A good
diagnostic test will thus help the teacher to check pupils’ progress for specific weaknesses
and problems they may have encountered. According to Cohen (1980), a diagnostic test
may be specially designed and constructed for the purpose, or may form part of another
type of test, especially a classroom progress test. Hence diagnostic tests should be
regarded as an integral and ongoing part of a language teaching/assessment program
(Candlin 1987). Alderson and North (1991) claim that the ultimate aim of the diagnosis
and identification of pupils’ problem areas is the planning and implementation of timely
and appropriate remedial action by the teacher. The remedial action may call for a review
of the teacher’s methods of teaching, marking one of the occasions when testing partly
determines the focus of future teaching. This would be an instance of what is known as

the washback property of language progress tests.

(iv)  Providing the washback effect

The "washback effect"”, also referred to as the "backwash effect" (Allen and Davies 1977,

Alderson 1993; Prodromou 1995), can be defined as the direct or indirect effect of tests
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on teaching method. Morrow 1986, Weir (1987) and Porter (1993) maintain that
washback is a very important part of test validity. They argue that a valid test should be
timed to follow as closely as possible on the teaching that precedes it, while a test
envisaged at the end of part of the teaching course should influence the teaching that
precedes it. In other words, pupils should be taught in the same way as they will be
tested, and they should be tested in the same way as they were taught. Thus a
communicative test will lead to the adoption of the communicative approach to language

teaching, and vice versa.

Carroll (1980) and Alderson and Wall (1993), however, sound a caution that there is no
one-to-one relationship between tests and their effects on teaching method. This is
because the relationship is mediated by factors such as the teacher’s competence, the
resources available, and the importance of testing in a particular society. These exercise
an effect on classroom practice, which overlaps with the washback effect. For this reason
these scholars suggest that the current assumptions about washback effect need to be
empirically verified in order to establish the extent of the effect of tests on teaching

methods, and the nature of this effect: whether or not it is always positive.

2.4  Theoretical Approaches to Language Testing: A Critical Review

2.4.1 Introduction

Spolsky (1969) suggests that in order to know what to test, it is important to know the
theory underpinning testing procedures. Referring to the field of second language testing,
Upshur notes that "trends in second language testing tend to follow trends in second
language teaching, and in recent years, trends in second language teaching tend to follow
trends in linguistics" (Upshur 1969:177). Although the observation predates the CA, it
remains true and can be interpreted to mean that there is an important and intimate
relationship among theory, testing, and teaching. And this means that discussion,
conclusions, and policy decisions about any one of these will necessarily impact on the

others.
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Upshur 1969 and Oller (1979) have argued that in the 20th century, all major trends in

language teaching and testing have been underpinned by three overlapping but
significantly distinct theoretical views of language. The first of these stems from
structural linguistics, which emphasizes knowledge of the forms and structures of the
language system. This theoretical orientation advocates a discrete point approach to
testing (Spolsky 1976).

The other two approaches, namely, the psycholinguistic-sociolinguistic approach and the
communicative approach, spring from a variety of pragmatic theories of language. The
psycholinguistic-sociolinguistic approach introduced the view of language as a dynamic,
creative and functional system which must be used according to sociolinguistic rules of
appropriateness. The idea of communicative competence was introduced by this school of
thought (Oller 1979). The communicative approach is an expansion of the
psycholinguistic-sociolinguistic theoretical view: while the central concern of the latter
was limited to knowledge and use of the language system, the communicative approach is
also concerned with "performance"” (Hymes 1972; Canale and Swain 1980;). Both
approaches, however, recommend a more global, integrative approach to language
testing, and mark a departure from the atomistic approach promoted by structuralist

theory.

In this study, the first two approaches to language testing mentioned above are discussed
only to highlight the extent to which they paved the way for the communicative approach,

on which the discussion dwells longer.

2.4.2 The Structuralist View of Language Testing

It has already been pointed out that structuralist linguistics emphasized knowledge of
forms and structures in language teaching/learning. Its approach to testing is variously
and interchangeably referred to as analytic, atomistic, and/or discrete-point. Oller (1979)

gives the following description of discrete-point testing:

discrete-point analysis necessarily breaks the elements of language apart
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and tries to teach (or test) them separately with little or no attention to the
way those elements interact in a larger context of communication . . . .

(Oller 1979:212)

The clear advantages of testing "discrete" linguistic items are that they yield data which is
easily quantifiable, as well as allowing a wide range of item variation. According to Weir
(1987), tests which focus on "discrete" linguistic items are efficient, and have the usual
reliability of marking associated with objectively scored tests. But Oller (1979) argues
that discrete-point test formats suffer from the defects of the construct they seek to

measure and hence raise validity questions. He expresses their defects as follows:

What makes [discrete-point analysis] ineffective as a basis for teaching or
testing languages, is that crucial properties of language are lost when its
elements are separated. The fact is that in any system where the parts
interact to produce properties and qualities that do not exist in the parts

separately, the whole is greater than the sum of its parts . . . . Organising

constraints themselves become part of the system which simply cannot be

found in the parts separately. (Oller 1979:212)

Some years before, Savignon (1972) had also noted the limitations of discrete-point
analysis and cautioned that grammatical competence was not by itself a good predictor of

communicative skills.

To correct the deficiencies of discrete-point analysis, Kelly (1978) and Rea (1989) advise
that applied linguistics should make a decisive departure from sterile, artificial, and
irrelevant testing measures which assess language as an abstract array of discrete items,
and become interested in the measurement of testees’ ability to take part in specified
communicative performance, and in the production and comprehension of coherent

discourse within a specified sociolinguistic setting.

The structuralist approach dominated language teaching and testing practice until the early

1970s. But during this period criticisms of the approach were accumulating and slowly
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evolving into an alternative, distinct theoretical approach to language teaching and testing

-- the psycholinguistic-sociolinguistic approach.

2.4.3 The Psycholinguistic-Sociolinguistic Approach to Language Testing

Oller (1979) is the leading exponent of this school of thought which in the place of
discrete-point tests advocates global integrative tests such as cloze and dictation. Oller
(1979) claims that such tests go beyond the measurement of a limited part of language
competence -- the grammatical competence -- achieved by discrete-point tests. He asserts
that cloze and dictation tests are more apt to measure testees’ ability to integrate disparate
language skills in ways which more closely approximate the actual process of language

use.

Read (1981:10) described the psycholinguistic-sociolinguistic contribution as follows:

from a psycholinguistic perspective, language came to be seen as less of a
taxonomic structure and more of a dynamic, creative, functional system. It
was recognised that natural language contains a considerable amount of
redundancy, so that it is difficult to show that any single linguistic unit is
indispensable for communication . . . The sociolinguistic contribution
centres on the concept of communicative competence, which represents a
broadening of the Chomskyan notion of competence to cover not only
knowledge of rules for forming grammatical sentences, but also rules for
using those sentences appropriately within different and specific contexts
.. . Thus the psycholinguistic and sociolinguistic perspectives have

enlarged the basis on which the validity of a test is to be judged . . . .

Oller himself acknowledges the limitations of the test methods advocated by the
psycholinguistic-sociolinguistic approach: cloze and dictation tests do not actually test
communication itself, which requires "performance” under real life constraints. Carroll
(1980) explains: "[cloze and dictation tests] are based on indirect assessment tasks of

language ability in which the language norms followed are those of the test setter or the
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original author of the text, rather than the testee’s" (Carrol 1980:9). And Morrow (1979)
raised the criticism that cloze and dictation tests do not offer pupils opportunities for the
spontaneous production of language of the sort that oral and non-controlled written tasks
are apt to provide. In other words, according to Morrow (1979), cloze and dictation tests
are fundamentally suspect because they are in fact indirect tests of underlying ability
rather than actual performance. They basically depend on and test knowledge of the
language system (linguistic competence) rather than the ability to operate this system in

authentic, real-life settings (communicative competence).

Having discussed the deficiencies of the structuralist and the psycholinguistic-
sociolinguistic approaches and the associated discrete-point and more integrative test

formats, I now move to the discussion of the communicative approach to language testing.

2.5 The Communicative Approach to Language Testing

2.5.1 Clarification of Terms

According to Weir (1987), in order to clarify what is meant by communicative testing, it

is necessary to examine closely the concept of communicative competence.

Chomsky (1973) had introduced the term "competence" to refer to his "Ideal speaker-
listener’s" capacity for tacit knowledge of the internal structure of language which can, at
least in principle, be used to produce all possible grammatical sentences. Hymes (1972)
broadened the Chomskyan notion of competence to include also the knowledge of the
rules for using grammatical sentences appropriately within different sociolinguistic
contexts. Thus for the first time in the language learning/teaching field, Hymes coined the
concept of "communicative competence"” to refer to the combination of the these two
language abilities. A widely accepted definition of communicative competence is found in
Brown (1987:199): "communicative competence is that aspect of our competence that
enables us to convey and interpret messages and negotiate meaning interpersonally within
specific contexts." And in trying to expand his definition, Brown echoes Savignon (1983),

who referred to communicative competence as:
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a relatively dynamic interpersonal construct that can only be examined by
means of overt performance of two or more individuals in the co-operative
process of negotiating meaning interpersonally within specific contexts. (in

Brown 1987:199)

Several other pure and applied linguists such as Widdowson (1978, 1983), Brumfit and
Johnson (1979), Maley (1986) and, more particularly, Canale and Swain (1980) continued
to expand and refine the concept of communicative competence, which is today
considered to consist of four distinguishable communicative strands: grammatical,
sociolinguistic, discourse, and the overarching strategic competences. Morrow (1979)
went as far as suggesting that there was a need in the CA to make a distinction between
communicative competence and communicative performance, the distinguishing feature of
the latter being the fact that performance is the realisation and interaction of the four
above-mentioned competences "in the actual production and comprehension of utterances

under general psychological constraints that are unique to performance” (in Canale et al.
1980:6).

2.5.2 Communicative Testing

The theoretical concepts of communicative competence and communicative performance
logically led to the practical concepts of communicative language teaching and testing.
Morrow (1979) and Canale and Swain (1980) argue that communicative language testing
should be concerned not only with what the pupil knows about the form of the language
and about how to use it appropriately in specific contexts of use, but also with the extent
to which the pupil is actually able to demonstrate this knowledge in a meaningful
communicative situation -- that is, what the pupil can do with the language or, as Rea
(1989:39) puts it, "his (or her) ability to communicate with ease and effect in specified

sociolinguistic settings".

It should therefore follow that the communicative performance tasks that pupils are faced
with in communicative tests should be representative of the type of tasks they might

encounter in their own real-life situation, and should correspond to normal language use
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where an integration of communicative skills is required with little time to reflect on or
monitor language input and output (Weir 1987). In the same way, the criteria used in the
assessment of performance on these tasks should relate closely to the effective

communication of ideas in a specific context.

It was noted in section 2.5.1 that Morrow (1979) found it necessary to distinguish
between communicative competence and communicative performance. Sharing his view
are scholars such as Kelly (1978), Carroll (1980), Rea (1985) and Weir (1987), who have
found it desirable to distinguish between "testing communicative competence” and "testing

communicative performance".

There seems to be consensus among these scholars that a performance test is one which
samples behaviour in a single setting with no intention of generalising beyond that setting.
The moment any test wishes to generalise about communicative ability to effectively
handle other similar situations, the concept of communicative competence creeps in. In

other words, as Weir (1987:10) puts it:

in communicative language testing we are involved in evaluating samples of
performance, in certain specific contexts of use, created under particular
test constraints, for what they can tell us about a learner’s underlying

communicative competence.

In practical situations, therefore, communicative competence cannot be evaluated except
through its realisation in performance. Only performance can be observed and hence
evaluated. Nevertheless, it may be useful to note that in their practical application in
everyday, less academic contexts, the two terms are often used as if they were simply

synonymous.

2.5.3. Practical Implications for Testing in a Classroom Setting

This consideration calls for the correction of the many misconceptions about the concept

of "communicative testing". In the foregoing discussion, an attempt has been made to
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give (on an abstract level) a definition of communicative competence: its essential
elements are dynamism, interpersonality, negotiation of meaning, and overt performance.
However, what is normally seen in a practical testing situation in a classroom setting is a
group of testees, sitting and working individually at their desks, with their teacher posted
in front or at the back of the classroom intent on quelling any attempt at inter-student
communication during the test time. A quick glance at the test content sometimes reveals
large chunks of grammar-based tasks, with a few controlled reading comprehension and
writing tasks. A crucial question arising from this quick observation is: can such test

conditions and tasks be communicative in any way?

A variety of responses to the question have emerged in recent literature on the
communicative approach to teaching and testing. Harmer (1991) has referred to the test
conditions and tasks described above as controlled and non-communicative. Alternatively,
Littlewood (1992) has referred to the same conditions and tasks as controlled pre-
communicative. In both cases, conclusions are reached for the obvious reason that there is

a lack of visible physical interpersonal communication (speaking) taking place.

A contrary view, and one that is regarded as more acceptable in this discussion, is that of
Thompson (1996). He strongly contends that the conditions and tasks described above
have some potential to be communicative as long as the teaching preceding them was
communicative, and the task content is relevant to the testee’s future communication
needs in real-life situations. Thompson argues that the concept of communicative
competence means much more than merely talking appropriately and effectively. It
obviously also includes "listening, reading, thinking and writing" appropriately, critically,
and effectively (Thompson 1996:11-12). In the controlled test conditions in the classroom,
testees are busy giving written evidence of their ability to communicate in real-life
situations. That a test includes grammar-based tasks may also have nothing to do with the
uncommunicativeness of the test: grammatical competence is a major strand of
communicative competence which must also be tested, and it is widely held that

"grammatical accuracy is the basis of meaningful communication" (Brown 1987:212).

There is much more about communicative testing that is still incomprehensible,
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controversial, assumptive, and mythical (Oller 1979; Maley 1986; Weir 1987, 1990), but

the few basic facts known about the approach are enough to enable practising teachers to

set tests based on the communicative theoretical approach.

According to Weir (1990), communicative tests should involve tasks which are as direct
as possible and which incorporate as many of the features of real-life language use as
possible. The testing conditions should also be as realistic as possible, and the test
activities authentic enough to ensure a positive washback effect in respect of the teaching
that precedes the testing. In very simple terms, and as most teachers would agree, this
means that a good class test should relate as much as possible to how the pupils were
taught, should reflect the syllabus, and should be appropriate to the pupils’ level of

competence.

In basic terms, most language tests aim to assess pupils’ capacity to listen, read, write
and speak appropriately, critically, and effectively in different specifiable language
situations. To achieve this, the teacher must first of all identify the skill that is being
tested; secondly, he/she must try to be as explicit as possible about what the skill consists
of; thirdly, the teacher must try to be clear about the real-life conditions in which the
pupil will need to apply the skill in the future; and fourthly, the teacher must consider
what and how the pupils were taught, so that he/she has a fair idea of the kind of
performance to expect. Having taken the above into account, the teacher may now
proceed to design elicitation activities and operations which will match the capacity or

skill being measured.

Language tests devised in this way will meet the necessary criterion of validity. But Weir
(1987) maintains that a good communicative test must have two other essential qualities,
reliability and efficiency. Briefly, a test is reliable if the scoring, marking and
interpretation of scores of the test items are as accurate and consistent as possible, while
it is efficient if it is practical, acceptable, and economic (Weir 1987). These three

requirements will now be discussed.
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2.6 Essential Requirements of Language Tests

In a classroom test, pupils are given a set of items to answer under controlled conditions.
The quantified test items are marked, the numerical values (marks), usually in interval
scale, are totalled up and in each case recorded against a testee. These marks are usually
interpreted as evidence of the pupil’s progress in the acquisition of language abilities and
skills required to perform whenever s/he is called upon to exercise, outside the test
situation, the skill or characteristic or bundles of skills and characteristics which have
been assessed. Thus from a small sample of the pupil’s behaviour, the teacher makes
inferences about how the pupil might be expected to perform in all other present and

future situations demanding the same abilities and skills.

But for the teacher’s inferences to be correct, the test items must be valid: that is, the
condition for the pupil to pass the test must only be "possession of the characteristic or
bundles of characteristics we wish to measure" (Allen and Davies 1977:15). As already
pointed out (see 2.2.3), the concept of validity refers to the question of whether a test
measures 'that which it is supposed to measure and nothing else" (Allen and Davies
1977:18). The role of the test in providing a washback effect with regard to the teaching
that precedes it has already been discussed in section 2.3.3 (iv), and what was said there
applies equally to washback validity. Three further types of validity -- face validity,
content validity and construct validity -- will be discussed in terms of their importance to

language testing in general and language progress testing in particular.

2.6.1 Validity

(i) Face Validity

All language tests, written or otherwise, should have this type of validity. Face validity
should not be viewed as validity in a technical sense: it simply refers to the superficial
acceptability of the test by pupils, administrative personnel, test users, and all other
interested parties such as parents. According to Bachman (1990), face validity refers to

the fundamental question of rapport and public relations.
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Although face validity is one of the most disputed types of validity (see Ingram 1977;
Palmer et al. 1981; Bachman 1981), Anastasi (1982) stresses its overall importance thus:

certainly if the test content appears irrelevant, inappropriate, silly or
childish, the result will be poor cooperation, regardless of the actual
validity of the test. Especially in adult testing, it is not sufficient for the
test to be objectively valid. It also needs face validity to function effectively

in practical situations. (Anastasi 1982:136)

However, other forms of objectively determined validity (e.g. content validity and

construct validity) should not be sacrificed in favour of face validity.

(ii) Content Validity

This type of validity is of particular appeal to pupils, teachers, subject experts, and
researchers. It often happens that after writing a test, pupils quickly refer back to the
learning that preceded the test to determine the fairness of the test and to make
predictions about the results. Teachers and moderators are also always concerned to
ensure that the test that has been set or is about to be set is as representative of the
content coverage as possible. And a researcher, faced with a test already set, would
instinctively seek to establish, in the words of Anastasi (1982:131), whether "the test
content covers a representative sample of the behaviour domain to be tested." Anastasi

(1982) gives the following useful guidelines for establishing content validity:
1. the behaviour domain to be tested must be systematically analysed to
make certain that all major aspects are covered by the test items and

in correct proportions;

2. the domain under consideration should be fully described in advance

rather than being defined after the test has been prepared;

3. content validity depends on the relevance of the individual’s test
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responses to the behaviour area under consideration, rather than on

the apparent relevance of item content. (cited in Weir 1987:25)

Thus the directness of fit and adequacy of the test sample is dependent on the quality of

the description of the target language behaviour being tested.

Carroll (1961) and Moller (1982), however, express concern about the difficulties
involved in defining the area of language from which a representative sample is to be
taken. But this fear would only appear to hold for large scale achievement or final year
summative examinations. In progress tests with a small content coverage, sampling should

be relatively easy.

(iii) Construct Validity

Weir (1987) refers to construct validity as a superordinate concept embracing all other
forms of validity. In the words of Anastasi (1982), construct validity describes the
"extent to which the test may be said to measure a theoretical construct or trait" (Anastasi
1982:144).

The most direct use of construct validity would be in research. Applied linguists hold the
view that every test is designed according to some theoretical construct: Cronbach (1971),
cited in Weir (1987), suggests that the "construction of a test itself starts from a theory
about behaviour or mental organisation derived from prior research that suggests the
ground plan for the test" (Weir 1987:24). And Davies (1978) argues similarly that "it is
after all the theory on which all else rests, it is from there that the construct is set up and
it is on the construct that validity, of the construct and predictive kinds, is based" (Davies

1977:63). Still on the same point, Kelly (1978) asserts that:

the systematic development of tests requires some theory, even an informal,
unexplicit one, to guide the initial selection of item content and the division
of the domain of interest into appropriate sub-areas. (cited in Weir
1987:24)
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Although this perspective is widely held, its application to communicative testing has
evoked some sceptical reactions. Jakobovits (1970) and Hawkey (1982) have expressed
the concern that since in the communicative paradigm the question of what it is to know a
language is not well understood, the idea that a communicative test be framed with
reference to a theoretical construct is very problematical. And even if it were possible to
construct a communicative test with "construct validity", there would still be problems in

establishing sufficiently valid criteria against which to measure it.

This concern would appear to have some truth for two reasons: the available tests staking
a claim to being communicative are themselves unvalidated. So they cannot be used as
criteria for concurrent validity (see Allen and Davies 1977 for a detailed discussion of
concurrent validity). The other validated tests available may be less integrative and

communicative, which makes them unsuitable for use to validate a communicative test.

Weir (1987) proposes a way out of this dilemma. He suggests that:

though there is a lack of an adequate theoretical framework for the
construction of communicative tests, this does not absolve test constructors
from trying to establish a priori construct validity for a test conceived
within the communicative paradigm. A test should always be designed on a
principled basis, however limited the underlying theory. And wherever
possible, after its adminstration, statistical validation procedures should be
applied to the results to determine how successful the test has been in

measuring what it intended to measure. (Weir 1987:23)

Since, as pointed out by Jakobovits (1970) and Hawkey (1982), a posteriori statistical
criteria for the validation of communicative tests are not available at the moment, Weir
(1987) recommends the use of non-statistical a priori validation procedures by which the
test constructor is supposed to ensure that s/he is guided by the theoretical construct in
choosing, ordering, and sub-dividing items for the test (see also Cronbach 1971; Davies
1978; and Kelly 1978).



34

Weir (1990) argues that it would be logical to assume that success in a theory-driven test
would depend on nothing other than the testees’ possession of the psychological abilities,

traits and skills stipulated by the theory.

2.6.2 Reliability

According to Davies (1965), Porter (1983), and Bachman (1990), reliability is another
fundamental criterion in terms of which tests must be judged. According to Bachman
(1990), reliability is an attribute pertaining to test scores: it relates to the accuracy and
consistency of what is measured under validity. He argues that there should be accuracy
in scoring the test from marker to marker (intermarker reliability), and that each
individual marker should be consistent throughout the marking session (intramarker

reliability).

Thus a perfectly reliable test score would be one which is free from errors of
measurement. But there are many factors other than the ability being measured that can
affect performance in tests and constitute sources of measurement error. According to

Allen and Davies (1977), these are of two kinds: extrinsic and intrinsic factors.

Extrinsic factors comprise examiner variability and variability of testing conditions.
Common-sense precautions can be taken to reduce these: examiner variability is
eliminated by objective testing (although this poses validity problems in the
communicative paradigm). Variability of testing conditions can also be reduced by
providing testees with very clear instructions and, if need be, explaining these during the

test session.

Intrinsic sources of error are more problematic. These arise from a lack of test stability.
A test has got stability or test-retest reliability if it has been given twice to the same
group and on both occasions produced the same relative ordering and distancing between
individuals in the same group. Sometimes this is best achieved by giving two equivalent
"clones"” of the same test to the same group, on two different occasions. In this case a test

would be said to have equivalence reliability if there is a high correlation between the
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results from the two tests.

But Allen and Davies (1977) warn that there are many psycho-physical and emotional
factors affecting equivalence reliability, for example, the testees’ mood, fatigue, anxiety,
stress, time of day, hunger, sickness, etc. Just as serious are constraints of a practical and
economic nature, for example, the cost of the time and effort involved in setting and
marking a language test, given the typically massive size of language classes. A detailed

discussion of the practical considerations in test designing follows below.

Validity and reliability are fundamental qualities of language tests which educators should
make every effort to achieve. However, they remain ideals which are to a degree
incompatible. Particularly in more integrative tests such as those conceived in the
communicative paradigm, a more valid test will be lacking in some degree of reliability.
In the event of tension between the two qualities, the question of which one should be
sacrificed is highly contentious. However, the weight of opinion in the literature on
communicative language testing is in favour of more valid tests with less than normally
acceptable reliability (see Moller 1982, Weir 1987).

2.6.3 Test Efficiency

As pointed out earlier (see 2.2.3), the concept of test efficiency is concerned with matters
of practicality and cost in test design and administration. Allen and Davies (1977) argue
that a valid and reliable test would be of little use if it did not prove also to be a
practical one. Practicality involves issues of economy, ease of setting, scoring, access by

pupils, marking, administration, accommodation, equipment, distribution, etc.

Usually the longer the test the more the practical constraints. Language progress tests are
among those less affected by practical problems because they are usually small-scale. But
most teachers find communicative tests difficult and time-consuming to set, score, and
mark; they require more material resources to construct, and sometimes more equipment
to produce. Many ordinary schools, such as the one explored in this study, experience

difficulties in overcoming these problems, especially because of insufficient funding and
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equipment, and sometimes because of a lack of the necessary basic skills.

These problems are sometimes sufficiently major to create problems of face validity (see
2.6.1) in progress testing. Although Barkhuizen (1993) writes about final examinations,
he recognises that what he is saying is also applicable to progress tests. The question
raised above of tests not being easily understood by pupils is of particular concern here.
According to Barkhuizen, this problem is caused by the numerous linguistic difficiencies
typically found in tests, which obscure meaning. Among the more common of these are
ungrammatical structures, wrong choices of words, errors of omission and spelling,
deviation from syllabus requirements, unclear/ambiguous instructions, and poor
typography and layout. The result of these is that pupils misunderstand questions and

hence perform poorly in their tests.
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CHAPTER THREE

RESEARCH METHODS AND OUTLINE OF DATA COLLECTION PROCESS

3.1 Introduction

This chapter gives an outline of the data collection process: the choice of the field of
study and the participants, preparation for the research and the equipment used. This is
followed by a discussion of the research theory applicable to the study, explaining the
choice of ethnographic case study as the research method, and identifying observation, the
interview, the questionnaire, and the collection of written documents as the data collection
techniques. Finally, practical and ethical problems encountered in conducting this research

are discussed.

3.1.1 The choice and justification of the field of study

This research project examines and attempts to give an interpretive description of
teachers’ practices in ESL progress testing in a particular school and place (see 1.1). My
interest in this area of study springs mainly from my experience as an ESL teacher at
secondary school level in African schools in the Eastern Cape Province. I have worked in
this capacity for the last nine years, during which time I have also marked matriculation
examinations (both as a sub-marker and senior marker) and been Head of an English
Department. Thus as a teacher, marker, and internal test and examination moderator,
moreover one with a keen interest in applied language studies, I have become one of
many teachers, facilitators and applied linguists concerned about the quality of ESL
programmes and language teaching methods. This concern is the basis for my interest in
the questions of language testing raised in this study. Nuttall and Murray (1986:223) have

articulated the object of general concern as follows:

pupils in Black schools in South Africa spend many hundreds of hours over
a number of years attending classes in second languages, and yet the

success of these learners in acquiring communicative competence in these
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languages is extremely modest, and certainly not commensurate with the

time and effort expended on language teaching programmes.

This situation has led to the following sort of concern about language testing:

the problem is that students, and especially students in developing
countries, who receive several years of formal English learning, and have
frequently written several language and content tests and examinations in
English, remain deficient in the ability to actually use the language and to
understand its use, in normal communication whether in spoken or written

mode (Howatt 1984:277).

That most tertiary institutions have, as part of their curricula, a bridging academic skills
program, catering for the language skills and academic development needs of such
students, offers concrete evidence of the seriousness of the problem of language

deficiency among these students.

Earlier studies have identified several causes for this state of affairs world-wide, including
inherent errors in the syllabus design (Brumfit 1980; Candlin 1982), language teaching
methodological problems (Brumfit & Johnson 1979; Candlin 1982; Maley 1986), poor
teaching materials (Reynolds 1995), poor teacher training, rural setting problems, and
inadequate educational financing problems (Mchazime 1997), and so on. Some problems
relating to testing and measurement errors have also been researched (Allen and Davies
1977; Weir 1987, Heaton 1990; Bachman 1990; Barkhuizen 1993), but most of these

studies have focused on established, standardised tests and examinations.

This study attempts to ascertain whether there are any internal language progress testing
anomalies contributing to the problem of chronic language deficiency among the students
referred to above. My aim is two-fold: to provide insight into such language testing
anomalies, if indeed they exist, and to help teachers to become conscious, critically
reflective, and evaluative of their routine language testing practices, with a view to

improving them. I also hope to offer in-service facilitators, subject advisers and
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researchers suggestions about areas that need developmental action and further research.

3.1.2 The choice of the research participants.

The reasons for the choice of the grade ten class for this study have already been
discussed (see 1.2.6). In addition to the suitability of the class per se within the entire
FET band, its choice was also determined by the positive attitude of grade ten teachers of

English toward the prospect of being researched.

One of the major obstacles to classroom-based research in African schools is that the
"culture" of research and being researched is unfamiliar to the teachers. In a pilot study
(Ssemakalu 1996) carried out to assess teachers’ conceptualisation and implementation of
the CLT approach to ESL, in four secondary schools in the Alexandria circuit, I
experienced difficulty in obtaining the cooperation of some of the teachers. The reasons
volunteered for their resistance included the following: some teachers regarded the
researcher as a stranger, an intruder, a disguised agent of the department, a fault finder
intent on uncovering and reporting their weaknesses to higher authorities. Other teachers
simply felt ill-at-ease at being singled out for questioning and having to provide a
rationale for routine behaviour. Others were resistant to the idea of being used for the
collection of information which the researcher was at best going to use for his own ends

(i.e. getting a higher degree).

However, there was also a reasonably large group of willing participants, among whom
the grade ten teachers were particularly enthusiastic. These teachers readily expressed
their willingness to participate in the future follow-up research. For this reason, they

became my automatic first choice of subjects for the current study.

Another reason which inspired the choice of these particular teachers was the fact that the
contemplated study was an ethnographic project, involving informal and formal
observation of the teachers’ testing practices over an extended period of some four
months. For this reason I thought it would be beneficial and cost-effective for me to

research subjects located in my normal working environment. Furthermore, an amicable
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working relationship between myself and the prospective research subjects already
prevailed, and I expected this to make cooperation easier in setting dates for the tests and
gaining access to sample question papers, marking schemes, mark lists and pupils’
marked scripts. My class visits for observation purposes would also be less disruptive
than they might have been were the students and teachers to be meeting me for the first

time.

And finally, for ethical reasons, I was going to need to obtain permission from the
teachers, the pupils, and their parents to carry out this research, and it seemed quite clear
to me that it was going to be easier to obtain such a sensitive concession from people I

was already working for and with.

3.1.3 Preparation for the research

In 1996 when I first contemplated doing this research, the targeted grade ten class had six
streams and was taught by four different teachers of English. When the new academic
year opened in 1997, the number of pupils entering grade ten had dropped, leaving only
five streams and three teachers: a male and two females. The two female teachers
happened to be pregnant, with one of them due for maternity leave right at the beginning
of the first quarter. This was going to leave me with only two teachers. While I was
debating whether or not to proceed with the study, the district office sent us a teacher to
substitute for the one about to take maternity leave. I immediately got the two teachers to

interact, to ensure a smooth transition and continuity in the teaching and learning process.

As we talked over a range of things with the new teacher in the next few days, I decided
to ask him if he was willing to participate in the small-scale research project I was
planning: the second female teacher seemed be at an advanced stage of her pregnancy, so
I could not rule out the possibility of her leaving sooner or later. After getting a positive
response from the new teacher, I requested a meeting of the grade ten teachers of English

which was also attended by the teacher who was soon going on leave.

At the meeting I asked for confirmation that all the teachers were still willing to
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participate in the proposed research project. I explained to them the nature of the
exercise: we were about to engage in a common effort to reflect on our testing practices,
to identify problems and suggest solutions. I would accumulate observations, comments
and suggestions, analyse them, and compile a descriptive and interpretive report of our
findings which might be of future use to us, other teachers, subject advisers, in-service

lecturers and researchers in the field of language testing theory.

To achieve these objectives, I was firstly going to observe what went on in the classroom
while students were writing tests. Secondly, the teachers were going to fill in a small
questionnaire for me, and talk to me in a recorded interview situation. Thirdly, as part of
the critical reflective process of the research, I would ask them to allow me to look at a
sample of the marked scripts, and at their marking schemes and mark lists. Finally, we
would from time to time have discussions about the information I had collected and the
report I was drafting. I also encouraged the teachers to feel free to look at the report 1
was compiling any time and comment on the accuracy of its representations (see 3.1.4

regarding ethical concerns).

The meeting lasted about 15 minutes, of which I claimed over half the talking time. I
realised that this first meeting may have located us in permanent power camps for the rest
of the research period. The ethical implications of this are discussed later in the chapter
(see 3.1.4).

My next step was to approach the students and the parents. I visited each of the five
streams of the class, and obtained their consent. For practical reasons however, it was
impossible to meet the parents of every student (over 200 in all). I opted to secure the
permission of the parents via the school governing council, which comprises 51% parent
representatives, the remainder including the principal, a permanent member, and student
and teacher representatives (including myself). The council was therefore in a position to

formalise not only the parents’ consent, but also that of the teachers and students.

In the letter 1 wrote to the parents I explained to them the aims of the research and

pointed out the ways in which the school stood to benefit from it. I requested them to
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indicate their approval by signing a letter, a copy of which was to be appended to the

research report.

3.1.4 Ethical concerns in this research

Although the decision to conduct this research in my own working environment facilitated
a number of things -- e.g. securing teachers’, parents’, and pupils’ permission; gaining
easy access to data; making it possible for me to work and conduct research at the same
time in the most cost-effective way; allowing me to use my personal experience in
interpreting data -- it may also have imposed a number of constraints, both on me and on
the research participants, with potentially serious ethical implications. For example, all
the interested parties who gave this research the go-ahead may not have felt they really
had an option because of their working relationship with me. My position of power as
HOD might have unsettled as well as coerced my teacher colleagues, had they harboured

suspicions as to my motives for seeking the information I did.

Smith (1996) has noted that, by its nature, ethnographic research will always be plagued
by ethical problems of the sort raised above: ethnographic study is an intrusion among
people, touching on their values, attitudes, personalities, feelings, etc., and as such, it is
bound to cause problems. Nevertheless, research has to be conducted, and perhaps the
only way out of the dilemma, as Spindler and Louise (1987) propose, is to be fully aware
of these problems. Cohen and Manion (1989) suggest that a way of minimising their
impact is for the researcher to be as honest and up-front as possible with his/her
participants, so that they are as fully informed as possible about the purpose of the

research.

In the case of this research project, seeking written permission to conduct the research
(see appendix A), meeting with the research participants, and encouraging them to
examine and discuss the data and the report draft and undertaking to discuss the findings
of the study (see 3.1.3), were all part of an effort to address the ethical concerns

described above.
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3.1.5 Research equipment

Two interviews were conducted to collect data: the abortive one with the subject adviser
of English, which was therefore not audio recorded, and another, which was recorded,

with the teachers at the target school.

For recording purposes I obtained a specialised microcassette recorder with a built-in
microphone. Once in record mode, it was sound-operated: the tape moved only when
there was a reasonable amount of sound to record. It was fitted with a red light which
flickered to indicate that recording was going on, and went off when sound levels were
too low to record. A green light next to the red one indicated that the power supply was
adequate. A clicking auto-stop function warned that the tape was over. All one had to do
to operate the machine, then, was to place it between the interviewer and interviewee,

press record and monitor the lights. Its fast playback function made review very easy.

Because of its small size and high degree of automation, this equipment was unobtrusive
and allowed the interview and recording process to unfold in the sort of natural
atmosphere necessary for interviewees to reveal their feelings in a relaxed mood
(Tuckman 1978).

3.2 Research Methods

In sections 1.1 and 3.1.3 of this research report, I describe the aims of the study and the
steps taken to achieve them. The remainder of this chapter attempts to locate these aims
and procedures within the framework of the research method which informs them, the
ethnographic case study. It also attempts to justify the use of qualitative and descriptive-

interpretive methods in classroom-based research.

3.2.1 Ethnographic Case Study

This research takes the form of a case study: it attempts a "focused in-depth" study of

practices associated with language progress testing in a particular school. According to
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Johnson (1992:134), this study falls within the ethnographic research method: it focuses
on the practices of a "group" of teachers. Smith (1996) points out that although there are
many similarities between ethnography and case study, and most ethnographic studies take
the form of case studies, not all case studies are necessarily ethnographic: a case study of
the effect of computers on education, for example, would not be ethnographic. Further
discussion of the two concepts and how they differ and interact seems appropriate at this

point.

3.2.1.1 Case Study Research

According to Walker (1986:189) a case study may be defined as "a selective collection of
information of an instance, which will give that instance meaning."” An "instance" may
range from a single event, phenomenon, or individual variable, to a set of these (Yin
1984). The current study focuses on a set of teachers’ practices in ESL progress testing.
A case study researcher carries out a "focused in-depth study" of the instance (Smith

1996:5) which, according to Stenhouse (1987:28), involves

definition of the case, delimitation of its boundaries, collection and
recording of data about the . . . elements comprising the case, relation
among the elements, assessing the development of the case under
investigation, considering its history and contextual influences and lastly the

preparation of a . . . report.

Walker (1986:190) argues that case studies are guided by the wish to study the
"idiosyncratic and the particular as legitimate in themselves." He therefore disputes the
claims of critics that case studies are invalid because their findings are not generalisable.
In Walker’s view, a case can always be a source of reality to readers in a similar
situation. He maintains that "it is the reader who has to ask: what is there in this study
that I can apply to my own situation?" (Walker 1986:191). Bassey (in Bell 1991:7)
concurs, arguing that "the merit of a case study is the extent to which the details are
sufficient and appropriate for a teacher working in a similar situation to relate his or her

decision making to that described in the case study."
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The generalisability of the current study is based on the similarities of context and
working conditions obtaining in African ESL schools in the circuit, district and province
(see 1.2.6). A study like the current one, although based on a single school, has the

potential to influence testing practices in other schools operating in similar circumstances.

Besides accusations of lack of generalisability, case study research is also criticised for
lack of reliability and validity. Since such limitations pose an obvious threat to the
usefulness of the current research, it is necessary to discuss what they mean and how they

can be minimized.

® Validity

According to Bachman (1990), validity is a quality of research conclusions which requires
that they match the reality from which they are drawn. Yin (1984:37) refers to this as
construct validity, and suggests that in order to maximise this type of validity, the case
study researcher must fulfil three conditions in respect of his or her data. Firstly, s/he
must use "multiple sources of evidence" in data collection (ibid.), so as to assemble
correlating data from different sources about the same instance. Such data is regarded as
more expressive of reality than data drawn from only one source. In keeping with this

requirement, I have used a variety of data collection techniques (see 1.1, 3.2.1).

Secondly, the researcher is advised to accumulate a "chain of evidence" about an
instance. This may, for example, involve observing the same situation several times to
ensure it is habitual rather than accidental. In my research validation of this kind was
achieved through observing a number of test writing instances, and examining more than

one set of question papers, marking schemes, mark lists, and marked scripts.

Thirdly, Yin advises that the case study researcher must be prepared to make the "draft of
the research report” available for reading and external validation by the research
participants. In this study, an undertaking to this effect was made to everybody
concerned, including those not directly involved (see 3.1.2). The school was promised its

own copy of the research report so that anyone could check the data against reality and
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ensure that I had not imposed my own subjective interpretation. This was done not only
for ethical reasons, but also in sympathy with Smith’s (1996:6) concern that case studies
rely so much on "human instruments" that the only sure way to overcome the intrusion of

subjectivity, misinterpretation and bias is to allow the participants to verify the findings.

(ii) Reliability

According to Bachman (1990), the concept of reliability describes the extent to which two
or more researchers, applying the same research procedures under similar conditions, can
produce the same results. Stenhouse (1987) maintains that reliability is an almost
unachievable goal in case study research. This is because the object of in-depth focus in
case study research involves a complex interaction of variables which tend to elude
definition in operational and quantifiable terms. This invariably results in different
researchers having different interpretations of the same instance (Walker 1986). To
overcome this problem Walker advises that descriptive-interpretive research should always

be as democratic, open, consultative and explicit as possible.

Although reliability remains an ideal in case study research, in the current study I have
tried my level best -- through careful deliberations with parents, students and teachers, as
well as subject advisers, departmental officials, and research experts, through a rational
choice of research participants, and through the use of a wide variety of data collection
techniques -- to maximise transparency, explicitness and consultation, and therefore

reliability.

3.2.1.2 The Nature of Ethnographic Case Studies

Smith (1996:9) writes that case study and ethnography are "twin research approaches",
though not quite identical. For this reason it is always easier to compare rather than
contrast these two research approaches. As described above, a case study takes the form
of a focused in-depth study of a phenomenon, event, individual, or of an aspect of such
variables. According to Johnson (1992:134), a case study is ethnographic if the object of

its focused in-depth study has an "essential ingredient of social behaviour" of a "group"
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of people (rather than that of an individual or number of individuals). In the words of

Spindler and Louise (1987:112), ethnography (ethnos-graphia) can be defined as

a picture of the way of life of some identifiable group of people. These
could be any culture-bearing group of people in any time and place . . . to

do ethnography is to acquire cultural knowledge.

Watson-Geogeo (1988:576) offers a somewhat stricter definition of ethnography as "the
study of the people’s behaviour in naturally occurring on-going settings, with focus on the
cultural meaning of behaviour." The element which this formulation adds to Spindler and
Louise’s (1987) and Johnson’s descriptions of ethnography is an emphasis on "the context

and meaning" of the group’s cultural behaviour.

The concept of "culture" in ethnography is usefully discussed by Wolcott (1970),
Goodenough (1976) and Smith (1996). These writers view "culture" as a broad concept
consisting of "interacting individuals, customs, practices, institutions, events" (Wolcott
1970:111), and the "concepts, beliefs, and principles of action" (Goodenough 1976:4)
which the ethnographer has found could successfully be attributed to members of a society

in the context of his dealing with them (Smith 1996:9).

In the educational research context, Hornberger (cited in Cummings 1994:689) offers a

useful description of what is meant by a "cultural group" and its behaviour:

a cultural group may range from a large community to a single classroom
group, and cultural behaviour may range from the whole complex system
of the regular activities of a large community to a single event or series of

events as in a teaching/learning (or testing) program.

This particular educational ethnographic case study focuses on the regular practices of a
small group of teachers in an ESL progress testing program in a particular African
school. It looks at language progress testing as an "enculturating process" (Spindler

1982:2) generating and reflecting a system of practices. These include the perception of
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the educational achievements of pupils studying under these conditions (see Nuttal and
Murray 1986, and Howatt 1984, in section 3.1.1 above), and the expectations and
methods of the teachers working under these conditions (and the theory which informs

these: see 1.3.2 above).

3.3  The Paradigm within which the research is located

Geertz (1973) refers to ethnography as a complex, multitrait-multifaceted process.
Spindler’s (1982:2) explanation for this is that the objects of ethnographic study involve
such a complex interaction of highly variable factors and issues that are diffucult to define
or quantify, or even identify their most important and common elements. For this reason
it is not possible to conduct ethnographic research within a positivist paradigm, that is:
proceeding from hypothesis formulation, identifying a research population, taking a
random representative sample from the population, collecting quantitative data about the
population sample under very rigorous and precise experimental control conditions,
carrying out a systematic correlation of the findings/observations, and finally going back
to the hypothesis to make generalisable conclusions about the entire population based on

statistical evidence.

According to Yin (1984) the research procedure described above is so popular in
empirical research that it is sometimes referred to as "the scientific" method. Yin argues
that it is futile to apply the positivist method to educational ethnographic research because
of the high rate of variability of issues focused on in this field of inquiry, which does not

allow for the taking of a random representative sample from the population.

The more appropriate research approach in educational ethnography is therefore what
Delamont and Hamilton (1986:34) refer to as the "metaphysical” multiple technique
approach, falling within the descriptive-interpretive paradigm. Within this approach, the
educational ethnographer uses a variety of methods to collect data, usually of a qualitative
kind, which is then triangulated, analysed, and recorded in the form of a descriptive-

interpretive report.
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Geertz (1973) writes that the educational ethnographer is guided by the question "what is
going on here?" In the process of answering this question, the researcher is trying to
understand how one particular regularly interacting group, in one particular cultural
context, described in detail, is not only unique, but shares characteristics with other
interacting groups in similar cultural contexts. This implies that the study of an individual
educational phenomenon -- such as language progress testing -- could enhance our
understanding of educational action more generally and, through the systematic and
reflective documentation of experience, help to develop or refine educational theory in the

relevant field.

In this particular educational ethnographic case study, I used a number of data collection
techniques (see 1.1 & 3.2.1) to attempt to answer Geertz’s (1973) question in relation to
teachers’ practices in language progress testing. I invited teachers to reflect upon their
practices, to describe what they do, to think about the reasons for their practices, to
identify what they found easy or difficult, to consider suggestions for improvement, and
to propose solutions to problems. The teachers’ responses were compared and verified

using a variety of methods.

The limitations associated with ethnographic research and the application of the
descriptive-interpretive approach have caused considerable concern among scholars.
Spindler and Louise (1987, in Smith 1996:9) argue that both the ethnographic process and

the final product will be affected by limitations arising from

the nature of the problem that sends the ethnographer into the field, the
personality of the ethnographer, the research subjects, the course of events
during field work, the process of sorting, analysis, and writing that
transforms the field work experience into the completed account, the
expectations for the final account, including how and where it will be

circulated, and what its intended audience and purposes are.

The problems arising from these elements of the ethnographic procedure can be summed

up as researcher and participant subjectivity, bias, and relativity. Participants wanting to
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present themselves in a better light may become "reflexive" (Delamont and Hamilton
1986:34), while researchers in pursuit of personal ends they may or may not be aware of
may consciously or unconsciously manipulate and misinterpret the data. These problems,
and potential solutions to them, were described and discussed in the section on case study
research, at 3.2.1.1 above. As already pointed out, every effort was made to render this

research project as objective as possible in the circumstances.

3.4 Research Techniques used in this Study

In keeping with the requirements for the successful implementation of the interpretive
research method, a wide variety of data collection techniques was used in this study (see
3.2.1.2). In this section, the nature, strengths and weaknesses of these research

techniques are discussed in relation to the ways they were used in this research project.

3.4.1 Participant Observation

Participant observation was one of the data collection techniques used. Many writers
including Geertz (1973), Gearing and Epstein (1982), Spindler (1982), Goetz and Le
Compte (1984), Delamont and Hamilton (1986), Adler & Adler (1987), Wolcott (1988),
Johnson (1992), and Smith (1996), have written about participant observation in relation

to the research they were conducting. According to Smith (1996:5) the aim of observation

is to discern the cultural context of the behaviour observed and identify
those mutually understood sets of expectations and explanations that enable
the ethnographer to interpret what is happening and what meanings are

probably being attributed by others.

Delamont and Hamilton (1986:37) express the aim of observation in interpretive research
more concisely: "to gain understanding not only of overt behaviour, but also of the
reasons behind that behaviour." This describes precisely the objectives of observation in

my classroom-based research, in which I attempt not only to identify and describe
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teachers’ practices in language progress testing, but also to interpret these in terms of the

theoretical frameworks underpinning them.

Spindler (1982) distinguishes two major varieties of participant observation: active
participant observation and passive participant observation (also known as non-participant
observation). In active participant observation, which was employed in this research
project, the ethnographer ideally makes a study of a cultural system which s/he has
already been part of. The great strength of this type of observation is that the researcher
does not lose time establishing rapport with the participants, and finds it easier to detect
and acknowledge participant reflexivity, i.e. a change of behaviour on the part of the
participants owing to their being under observation. This benefit of active participant

observation was foremost in my choice of research field and participants.

3.4.2 Observation tools used

Three types of observation tools are recommended by Anderson and Burns (1989): focus
and rating scales, video and/or audio-tape recording, and note taking. The last-mentioned
was found to be the most suitable and affordable in this study: within the set-up of
controlled test writing conditions (Oller 1979), it would have been intrusive and disruptive
for the observer to have moved from place to place looking for audio information to
record. Video-recording would perhaps have been preferable to note taking, but could not
be afforded. Besides, the operation of a piece of equipment very rare in the rural area
would have had a distracting effect on the mystified pupils. The problem with note taking
as an observation tool is that the observer may miss something while concentrating on

writing notes. A wrist watch was also used to record time.

3.4.3 Interview

My research also relied heavily on the interview, a key, multifaceted research technique

in ethnographic and other qualitative research fields.

Several writers cited in Smith (1996) -- Cohen and Manion (1980, 1989, 1994), Moser
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and Kalton (1977), Adler and Adler (1987), Seidman (1991) and Yow (1994) -- seem to

agree on the following definition of an interview which he provides:

anything that intrudes upon the natural setting, and is done with the
conscious intent of obtaining information directly from the participant/s.
This usually takes the form of a two-party conversation initiated by the
interviewer who wishes to draw on the participant’s value system i.e. his or
her knowledge, references, attitudes, and beliefs, for any research relevant

information. (Smith 1996:9)

Cohen and Manion (1994:243) have identified several types of interviews from which the
researcher may choose. Whatever the choice, however, Mishler (1991:28) advises that in
interpretive research "the interviewer must focus the interview on the content specified by
research objectives of systematic descriptive prediction or explanation.” In keeping with
this stricture and other requirements of research methodology (see Cohen and Manion

1994:243), I considered only two types of interview: the structured and the unstructured.

In the structured interview, the researcher prepares an interview schedule which
determines the pattern the interview will take. The researcher then follows the order of
the questions in the schedule; the coding or categorisation of the answers is also

determined in advance.

In the unstructured interview, on the other hand, the interviewer may prepare an
interview schedule for purposes of focusing the interview on some specific content, but
s/he need not follow the order of questions in the interview schedule. The choice of the
next question is determined by the interview conditions: these may relate to the discretion
of the interviewer, or to the type of response the subject has made to the previous
question. Some questions in the schedule may even end up not being asked if, in the
judgment of the interviewer, the response to such questions has become irrelevant or has

come up in answers to previous questions.

In this ethnographic case study I used the focused unstructured interview. The aim was to
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use open-ended and unrestrictive questions in order to allow the interviewees to express
their opinions, attitudes and feelings as freely as possible. Cohen and Manion (1994:243)

recommend this type of approach, especially "when complex attitudes are involved."

The major problem with the interview as a data collection technique has been well

expressed by Seidman (1991:5):

Objectivity is a very difficult goal to achieve through interview. Both
interviewer and interviewee bias and subjectivity can very easily interfere
with the interview process thus affecting the validity and reliability of the

information obtained.

Cohen and Manion (1989) take the argument further when they observe that the
interviewer may be tempted to structure questions in such a way as to seek answers to
support his or her own preconceived ideas. And the interviewee, on the other hand, may
intentionally evade giving honest answers if these do not project a positive image of him-
or herself. In the case of an unstructured interview with open-ended questions it is very
easy for the interviewee to get off the point, especially when the interview is being

conducted by a research assistant rather than the researcher himself or herself.

To overcome these problems, the interviewer is advised to create a tension-free interview
atmosphere to encourage the interviewees "to reveal aspects of themselves in a more
humane situation” (Cohen and Manion 1989:319). The interviewer is also advised to be as
up-front as possible so that the interviewees are as clear as possible about the intentions
of the research. I have already desribed how "up-frontness" was secured for this project
by discussing the research and securing the written approval of all the parties concerned
(see appendix A; 3.1.2). In the two interviews conducted in this research, the atmosphere
was as friendly as it could have been. Admittedly, some of the questions in the teachers’
interview schedule sought to evoke a range of reflectional, judgmental and attitudinal
responses on issues pertaining to the quality of teachers’ services, and therefore had the
potential to impact on personal prestige and job safety. But I made sure that a thorough

discussion of the research was held well in advance so as to clear any air of suspicion
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between myself as researcher and them as respondents.

Cohen and Manion (ibid.) also advise that the interviewer should draw up an interview
schedule which can be criticised and refined by experts before the final copy is drawn up.
In the case of my research all interview schedules were discussed more than once with the
supervisor (see appendices J & K). To keep the respondent on the point, the interviewer
must intervene from time to time to probe, confirm points or intercept an irrelevant line
of response. Finally, and very importantly, the interviewer should read as much of the

available literature on interviewing as possible.
3.4.4 Questionnaire

Stenhouse (1987) argues that although, according to Spindler (1982), some research
techniques such as questionnaires are rarely used in qualitative research, they may
sometimes be found useful for one or more of their purposes: to obtain information
concerning facts or the beliefs, practices, feelings and intentions of participants. In this
research a very short structured questionnaire was used to obtain factual information
about teachers’ pre-service training backgrounds, their working experience and
conditions, and their teaching resources. To achieve this objective, easily analysable,

close-ended questions were used in the questionnaire (see appendix H).
3.4.5 Audio Equipment

The type of audio equipmént used in this project has been described above (see 3.1.5). It
was used in only one of the two interviews conducted, with the explicit permission of the
participants involved. The reasons for recording information include the need to preserve
evidence that the research was carried out, should such evidence ever be called for. It
also makes data available for anyone wishing to check the findings and helps to make the
interview process natural and conversation-like. With recorded information, the interview
scenario can be re-enacted as frequently as is desired, during which time minute details

that could not be picked up during the interview might be recognised.
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According to Cohen and Manion (1989), besides the danger of equipment malfunctioning,
a major problem with recorded information is that an analyst who was not part of the

recording process may easily miss out on contextual data.

3.4.6 Written documents

According to Tuckman (1978), another valuable way to obtain relevant research
information is by collecting and analysing written documents for specific information.
Quite a number of written documents were used in this research. These included official
documents such as the syllabi, the guideline document to the CLT approach, the official
document on continuous evaluation, and other relevant documents such as samples of test

papers, marking schemes, mark schedules, and marking grids.

Documents provide evidence which can easily be checked. Of course, the researcher must
be equipped with the requisite analytical skills and be clear about what s/he wants and
know how to arrive at it. In the interests of transparency and explicitness many of the
documentary sources of information used in this study have been appended to this
research report. Since qualitative research tends to draw upon a tremendous quantity of
such data (see 3.2.1.2), it is impossible in practical terms to present everything. For this
reason I have in some instances had to select a representative sample to append, €.g. in
the case of the teachers’ testing documents, and in other instances to offer abridged

versions, such as in the case of the transcription of the interview with the teachers.
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CHAPTER FOUR

RESEARCH DESCRIPTION AND DATA ANALYSIS

4.1 Introduction

In this chapter I set out to pull together my field experience from which, through a
gradual process of analysis, and in the light of the theoretical and methodological
considerations described in chapters two and three, I attempt to build up a comprehensive,
critical, descriptive-interpretive research report: the ultimate product of this ethnographic
case study. This report will form the basis for the conclusions, suggestions,

recommendations and proposals for further research made in chapter five.

I shall proceed by, first, describing what goes on in the classroom during a test
giving/writing process, which I try to understand in the light of the theory and tenets of
the CA to language testing. Secondly I examine and analyse teachers’ testing documents:
the question papers, the marking schemes, mark lists, and marked scripts, as part of the
critical reflective process of the research project. Thirdly I describe and analyse the short
questionnaire completed by the teachers, with the aim of gaining a richer understanding of
the identity of the teachers whose language testing practices are focused on in this
research project. Fourthly, I examine the official documents, and fifthly, give an account
of the interview with the subject adviser, in both cases to try to access the extent to which
curriculum design, educational planning and administration influence teachers’ practices in
language progress testing. Lastly, I bring in the invaluable voice of the teachers in an
interview situation because, in the consultative spirit advocated by Delamont and
Hamilton (1986), I regard this as the appropriate place for teachers to reflect on, describe
and evaluate not only their language testing practices but also the interpretation of these
by the researcher. I also thought this a strategic point to solicit teachers’

supplementations, corrections and criticisms of my findings -- in recognition of the need
to be consultative in descriptive-interpretive research (see 3.2.1.1. ii), in

acknowledgement of the subjective limitations of the research (see 3.3), in response to the
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ethical appeal for openness, explicitness, and transparency, and in line with the working

of multi-faceted, multiple-method ethnographic research.

But as pointed out previously, the semblance of orderly procedure described above is
more representative of the researcher’s mental design for the research report than the
actual data collection process in the field. It must be said, however, that order in the
report which follows is sometimes compromised in favour of the triangulation of

information obtained through different research techniques.

4.1.1 Observation

In this research project, observation as a research technique was used to "allow cultural
activities to talk" (Smith 1996:4), enabling the researcher to identify teachers’

contextualised, naturally and habitually occurring testing practices, which could then be
interpreted in terms of the theory and tenets of the communicative approach to language

testing.

The type of observation applied in this study and the reasons for its choice, the categories
and/or aspects of cultural behaviour and the contexts focused on in this observational
exercise, and the observational tools used, are all discussed in chapter three (3.4.1 &
3.4.2).

4.1.2 Observation report

Four one-hour language progress test giving/writing sessions were observed, at the rate of
one a month, one in each of the streams A, B, C, and D, involving each of the four
teachers offering ESL in the five streams of the grade ten class. No observations were
made in the fifth stream: this would have meant observing the same teacher in action
twice, which may well have induced reflexive behaviour on the second occasion (the
teacher being primed by the experience of the first observation exercise to have some idea

of what the researcher was looking for).
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I refer to the observed tests as one, two, three and four, according to the sequence of
observation. Because the four sessions had much in common, after my detailed report of
the first test observed I omit description of much that is repeated and focus rather on the

unique elements in each successive test.

4.1.3 Test one (Appendix B)

This observation takes place in the month of February in stream D of the grade ten class.
It has forty-two pupils in a relatively small classroom (originally planned for 30 pupils).
The pupils are sitting two per desk, their school bags either on top of their desks, or on
the floor just next to them. I am inside the classroom, standing against the wall at the
back of the classroom. I am holding a pen and a notebook ready to take notes (see 3.4.2).
I am considering passing slowly around the classroom, casting a curious eye at the
teacher, the pupils, the question papers, and at the watch. A male teacher is standing in
front of the classroom behind his desk, a heap of papers on the desk. He has Practical
English at university level and six years’ teaching experience, all of it teaching ESL to

grades ten and eleven.

The time is 8:57 a.m. The teacher initiates communication by calling for attention:
"Listen, silence everybody", he calls out loudly, but the pupils continue talking. "Keep
quiet everybody!", he shouts at the top of his voice, assuming a show of anger on his
face. And there is instant silence. Then follow a few orders and threats: "You are going
to write a test over the next two periods. You must clear your desks of all the books
except the test books. Anybody without a covered test book will not be marked. And
anyone caught copying will be severely punished." The atmosphere is very tense now and

orders are executed in total silence.

After this communication the teacher keeps quiet, signalling to me to help with the
distribution of the question papers. By 9:03 we are done. The teacher resumes his
position of control in front of the class and sits down on his chair. For the next few
minutes, he casts a fear-inducing and searching gaze at the pupils, apparently with intent

to identify wrong doers. It is now nine minutes into time, and no instructions have been
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given to the pupils to start writing. A few of them have started, while others are still
looking at the paper, apparently waiting for the order to start. Then comes the signal:
"What are the rest doing, why don’t you start, Peter? You have only one hour and no
extra time this time." In the next two minutes everybody has started working. At about
the same time a few pupils started tearing pages out of their test books, apparently
because they have started off wrong. I notice at least five such pupils within a few
minutes, and I wonder why they don’t cross out only what has been done wrong, correct
it, and continue working! I am made to understand the reason only after the exercise:

"We deduct marks for dirty work, so they wouldn’t like to take a chance."”

The test is relatively short, a fifty-mark, two-page question paper to be answered in one
hour. It is handwritten on a hand stencil which is duplicated to produce enough copies for
all the pupils. But poor duplication has made some of the scripts almost illegible, while
others are fairly legible (see appendix B, test 1). This alone exposes the pupils to
inequality of opportunity! Although it was not the aim of this observation exercise to
analyse the question paper, at face value, the paper appears sufficiently demanding to

warrant fifty marks.

As the pupils work through the question paper, I notice them leaving many blank spaces:
pupils seem to proceed according to the order of the question paper, answering those
questions they know, and for those they don’t know, writing only the question numbers
and sub-numbers, skipping an estimated sufficient space, and going on to the next
number. One wonders why they are not taught to begin with the numbers they are sure
of so that their work is one continuous block of script! Another interesting observation is
that almost all of them have gone for the few objective questions about the comprehension
passage, in spite of the fact that on some question papers the passage is not clearly
legible. They appear to have attempted it in about the first fifteen minutes. Is this because

the task is easy, or because it can be guessed?

It is 21 minutes into time, and ever since he reprimanded the students for taking long to
start, the teacher has communicated neither with the class as a whole nor with any

individual pupil. He hasn’t even bothered to walk around in the classroom to make
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himself available where he might be needed. He is still posted on his chair from which,
from time to time, he projects a searching gaze around the classroom. About this time a
pupil raises her hand, which remains unnoticed for about a minute. Then comes the
response: "What is the problem, Nazo?" "Sorry teacher, must we write symbols there in
number 1.5?" inquires the pupil. The teacher takes a quick look at the question paper,
and in a way distracting to the whole class he retorts: "Have you read the instructions?
You must always read the instructions. Look there, what do they say? I need symbols

only in that number. Symbols only unless you are going to mark yourself."

Moments later the pupil who has asked the question tears a leaf out of her test book and
spends a few minutes copying something from the loose sheet into the test book. About
three other pupils who have been listening follow suit, but the rest ignore the teacher and

work on.

By the end of the 24th minute several pupils have stopped writing, closed their books and
are sitting idle at their desks. It appears they are afraid of handing their books to the
teacher and going out. By the 27th minute many more have finished and the teacher has
realised this and gives his final order: "Those who have finished must bring their books

and go out.”

This raises a few questions for me: Why did the pupils finish so quickly, in less than half
the time? What do the pupils know about the proper utilisation of time in the writing of
tests, or the teachers about the role of time when they are setting the test? What are the
implications of this for the quality of the test and the answers to it? These questions
would come up later in the discussions and interviews with the teachers. By the 29th
minute everybody has finished and gone out of the classroom. And the teacher is still
seated at his desk, trying to arrange the books in preparation for leaving 31 minutes

early.

In chapter three I pointed out that discussion of the information collected with the
research subjects would be an important tool for the enhancement of the reliability of data

in this study (see also 3.1.3 & 3.2.1.1. ii). And it was in this light that I seized the



61

opportunity of the remaining 31 minutes of the period to try to discuss a few observations
with the teacher. First I asked him why most of the pupils seemed to have finished so
fast. His reply was that "Most of the time it is those who have found the test very
difficult, and those who are naturally lazy and do not have anything to write." This
seemed to make some sense, because I had noticed many pupils leaving a lot of blank
spaces in their scripts. But one would still want to know why they found the test difficult,
or why they appeared to be demotivated. Secondly, I asked the teacher’s opinion about
the quality of the print on the question paper, in response to which he admitted that there
was a problem. "Some of us are not good at typing, and it may take us a whole weekend
to type a small question paper. But there is nobody prepared to sacrifice that amount of
time, given the pressure of the work and our private problems. So we resort to hand-

stencils."

4.1.4 Test two (Appendix B)

Test two is written during the month of March in stream A of the grade ten class. There
are 23 pupils in the classroom, and I have counted up to 28 chairs which are not
occupied. I am later made to understand that this class has a roll of 51 pupils, of whom
55% happen to be absent today. A male teacher is sitting at his desk in front of the
classroom looking at one of the question papers. He has English III and two years’
teaching experience, teaching ESL in grades 8, 10, and 11. About three times, he has
walked from his desk to the door, apparently to see whether there are still some pupils on
their way. The teacher checks his watch: the time is 10:03 a.m. He faces the class and
greets them, and asks them about their friends who are not yet in the classroom. He is
told they are absent and he says, "Well, we are not going to keep on waiting for people
who have told themselves that success in academics is none of their business.” And in a
rather imperative tone, he continues: "You are going to write a test over the next hour. I
don’t want to see any other books on your desks except your test books, and I hope those
sitting two at a desk are not going to attempt to copy. And before I distribute the question
paper I should expect everybody to keep quiet." The pupils are absolutely quiet by the
time the teacher walks around the class to distribute question papers to them. I have

decided to remain in position at the back since the teacher has not asked me to help with
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the distribution of papers, but when he goes past me I stretch out my hand for a copy of

the question paper, which I am given.

The time is now 10:12 a.m., everybody has received a paper, and the teacher is back in
his position in front of the class. The teacher looks at his watch, and at the pupils; he
notices that some of them have already started writing and as if for the sake of those who
have not yet started, he says, "The time is a quarter past ten, you may now start writing."
The teacher spends the next few minutes going through the question paper at his desk.
When he raises his eyes he notices a pupil who has not yet started writing. For the last
five or so minutes I have been looking at this child trying to signal to her friends to lend
her a pen. She can neither talk nor move about in the classroom, so friends who might
help have not seen her. This is definitely an individual problem, but the teacher addresses
her from his desk, "And what is your problem, Piko?" "I borrow a pen, teacher", she
answers. "Why did you not carry your pen, can you go to work in the garden without a
spade or hoe?" fires back the teacher. Most of the pupils are now looking at this pupil
who is visibly terrified, but at least she has secured permission to go around the class to

borrow a pen. By the time she gets one she has lost about six minutes of working time.

The question paper seems to have face validity: it is typed and well duplicated and its
instructions, sections and numbers are clearly distinguishable. For the moment, I refrain
from comment on the material content of the paper, which belongs in the section on
question paper analysis. The pupils seem to be working through the 50 mark paper with
relative ease: most of them appear to be concentrating, and I have seen only two of them
tearing pages out of their test books. The teacher has not been called upon to clarify
anything. Of some concern, however, is the observation that by 10:47, most of the pupils
have finished writing, and when the teacher calls for the books of those who have
finished two minutes later, the whole class heads for the teacher’s desk to hand in their
work and go out. The pupils have worked for a maximum of 34 minutes on a paper

which I had feared to be too weighty for 50 marks.

In the remaining eleven minutes I managed to discuss two issues arising: firstly, I wanted

a second opinion as to why most pupils were not using their time properly. This teacher’s
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response was not very different from the one I had got during the first observation:
"Probably they don’t have enough to write, I don’t quite understand why! There must be
a problem because they always write shallow answers. All teachers complain!" Secondly,
I wanted to know why the teacher had decided to give a test to less than 50% of the
class. The response was not hesitant: "You cannot afford to wait for everybody! You will
never have them all. They are so irregular at school, and some of them do it deliberately
to avoid a test." "So how are those who have not written affected eventually?" I probed.
And the teacher pointed out a range of things that may apply to them: those who have a
good reason for being away may be allowed to write the same test the following day, the
others may simply be marked absent, or given a class average depending "on the nature
of their case." I was left wondering what these words meant, but I couldn’t ask further
lest I be considered too inquisitive (see 3.4.2 for comment on the ethical constraints of

my position as HOD/researcher).

4.1.5 Test three (Appendix B)

Test three is written in the month of April, in stream B of the class focused on in this
study. The class has a roll of 42 pupils, of whom 24 % are absent on this day. The pupils
are already seated by the time I walk into the classroom just behind a female teacher. 1
pause for a few seconds in front of the class as the childeren stand up to greet us, after
which I procede to my observatory position at the back of the classroom. In this school, a
female teacher is referred to as "mistress" (or "miss") and it is only her male counterpart
that is conventionally known as "teacher". In this study I have tried not to deviate from
referential conventions. Thus the mistress giving test three has English I at university
level and five years’ teaching experience, for three of which she has been involved in the

teaching of ESL at grade ten and eleven levels.

On this occusion the mistress goes through the initial communication with the pupils in a
way and tone not different from the those described in tests one and two. The test is

meant to be written between 8:00 a.m. and 9:00 a.m., but the general assembly and the
late duplication of the paper have delayed the exercise by 10 minutes. The hand-scripted

paper is looking so horrible after duplication that the mistress feels she needs a few more
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minutes to go through checking for areas that might need correcting. These have turned
out to be so numerous as to discourage any attempt to correct them. Asked about the

quality of the print, the mistress made a lengthy response in an apologetic tone:

To be sincere it was very poor. And especially on page 2; about three
quarters of the page was not clear. Sincerely I felt discouraged to start
correcting it. I imagined it was going to take up all the time. I hoped the
pupils’ copies were better than mine, but that was wishful thinking. I told
myself I would go around the class clarifying things for those who raised
questions. You see we don’t have the right pen to write on the hand

stencils . . . I hope your research will solve some of our problems . . . .

The mistress’s own corrected copy, indicating the amount of correction carried out, is

appended at the end of this research report.

By the time the pupils start writing it is 19 minutes into time. The mistress has advised
the pupils to ask for clarification of illegible words, especially in the question section.
And only a few minutes later a few hands are raised, which become more and more as
time goes on. In some cases the mistress is physically doing the correction herself on the
question papers of pupils, until in the 26th minute she identifies a more problematic
section which she rewrites on the board. This claims a whole three minutes of the pupils’
time, but at least it reduces the volume of inquiries significantly. But there is still a pupil
who has got her hand up. Her problem is different and more urgent, but she has been
drowned in the common problem. Most probably she has had her hand raised since the
19th minute when writing started, but she has not been noticed. The pupil has forgotten
her test book, and she wants to ask for permission to use a loose piece of paper to write
her test. And this means that all this time she has not yet started writing! "Yes! yes!",
says the mistress as she pats her back and bends down to speak to her individually. "And
you should have told me a long time ago, or you should just have written and told later.
Hurry up anyway." And she goes on and draws her attention to the corrections on the
board and advises her to ask immediately if she needs more help. From time to time

throughout the session the mistress monitors her progress.
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This particular paper is out of 100 marks. The time allocated is not indicated anywhere
on the question paper, but the pupils have been told that they are going to write a test
during the first two periods, i.e. from 8:00 a.m. to 9:00 a.m. The time now is 8:50, and
the pupils are still working, with the exception of two or three who may be finished or
just resting. I am expecting the mistress to extend the time due to the many interruptions
that have been experienced during the course of session, but she has not yet done so. As I
consider what questions I am going to discuss with the mistress, the 9 o’clock bell for the
change of periods rings and I am shocked to see about half the class getting up from their
desks and heading for the mistress’s table with their test books. I look around the class
and what I see are pupils hurriedly drawing lines separating different questions in their
test books. Hardly any of them are still writing. Within the next three minutes all the

pupils have rotated to another classroom for the next lesson.

The mistress is in a hurry to get out of this classroom because other children and their
mistress are waiting to enter, and I have a double period with a matric class a block
away, so I don’t get the chance to discuss anything with her. But the questions which
raise themselves are: Should there be no difference in terms of time allocation between a
50 and 100 mark test? Secondly, shouldn’t the pupils be reminded from time to time of
how much time they had used and what they had left? Thirdly, had these particular pupils
gone out because they had finished or because they had to rotate to another classroom? I

hoped to bring up these questions later in the interview with the teachers.

4.1.6 Test four (Appendix B)

Test four is written in stream C of grade ten in the month of May. The class has 30
pupils in all, just the ideal teacher-student ratio in these schools. But the reason for
keeping the class at this size, as I was told later, is that it is a special class: pupils in this
stream, both males and females, are doing typing, accounting and home economics in
addition to the three languages. The school has only 32 typewriters, of which one is for
the mistress and 31 for the pupils. This limitation was crucial in obliging the circuit
administration and parents to allow the principal to maintain that particular class at that

size.
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The test is scheduled for the first two periods after the lunch break, i.e. 11:40 a.m. to
12:40 p.m. But the pupils tend to drag their feet to class at this time of day. This time the
mistress has also come in 8 minutes late from the direction of the duplicating room. She
finds me and a few pupils in the classroom and hurries to the back to tell me she has been
trying to get help with duplicating the paper, but that the teacher in charge was not
available until the last minute of the lunch break. Then she hurries back and stands at the
entrance so that the pupils who are late can see that she is waiting for them. The class is
full within the next 3 minutes except for one pupil who is, however, known to be around.
The mistress has quickly called for silence, she has rushed out at those who have come in
late, and she goes on to recite the pre-test set of instructions in the same tone as

previously described in tests one and two.

The mistress, a teacher training graduate with Special English III, teaching experience of
five years, and a similar period in the teaching of ESL, has assumed a look of seriousness
which she maintains to the end of the session. While the distribution of question papers is
still in process, the outstanding pupil comes in running. The mistress halts the process
and berates the pupil for latecoming, without giving her a chance to explain why. By the

time she sits down in her place she looks terribly humiliated.

By the end of the 17th minute every pupil has started writing. This 100 mark paper is
also written on a hand-stencil. The duplication is also poor, although the pupils appear to
be working through it steadily as if they are used to this kind of situation. Much of what
happens during the session is similar to what has already been described in the previous
tests: this mistress, although not rooted to the control centre of her desk, is moving
around the classroom with a look of great seriousness, presumably intended to intimidate
those who might be tempted to copy. No mention of used or remaining time is made. At
12:36 p.m. the last pupil is walking out of the classroom, which means that the slowest

pupil has worked for 39 minutes instead of 60.

There are some four minutes left but I don’t have any question about this particular test. I
have discussed similar cases with other educators before. But since the mistress is now

asking whether I have a question, I decide to squeeze in one I had no opportunity to ask
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at the end of the last observation (test three). "Do you think both a 50 and 100 mark test
should be allocated equal time?" I ask. And she responds: "I personally have never seen a
monthly test of more or less than one hour. Or what do you think?" But before I respond
she continues, as we walk out of the classroom: "but bothering about enough time causes
you headache for nothing. These pupils, even if you give them 30 minutes, they will
finish before the end." "But why?" (I hasten to exploit this opportunity.) "I don’t know,
they are just like that." I thank her and we take different directions.

4.2.1 Analysis and interpretation of data

As stated in 4.1.1 the aim of the classroom observation was to identify teachers’ testing
practices so as to interpret them in terms of the theory and tenets of the CA to language
testing. The pattern of behaviour recorded below was noted in all or at least most of the

observation sessions described above.

i) Testing atmosphere

It was noted that throughout the tests observed the test giving/writing atmosphere was
tense rather than calm and conducive to free, critical, and creative expression. In all their
initial pre-test communication with the pupils the teachers/mistresses intimidated the
whole class by the manner in which they called them to silence and delivered a chain of
instructions and threats of punishment, e.g. "You must clear your desks of all books" and

"anyone caught copying will severely be punished."

(i) The teacher’s role

In three of the four testing sessions observed the teacher’s role was manifestly to control
and instruct rather than facilitate. This is reflected, in tests one and two, in the way in
which the teachers posted themselves in their position of control, from where they cast
fear-inducing looks at the pupils, ostensibly to catch them or deter them from copying. In
test four the mistress attempted to achieve the same effect by moving around silently with

an intimidating look of seriousness. It was only in test three that the mistress appeared to
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play a facilitating role, moving about the classroom trying to make her test more legible
to the pupils and responding kindly to the pupil who wanted to use a loose piece of paper
to write her test on. But one could argue that she may have changed her attitude because

she felt accountable for both situations.

(iii) The role of progress testing

None of the four teachers seemed to have made use of the diagnostic and washback
properties of language progress tests. There were obvious problems: for example, pupils
tearing pages out their test books because of slight mistakes, leaving a lot of blank spaces
in their books, and using on average only 55% of the time allocated. Asked for reasons
for this, teachers didn’t seem to know: "I don’t know, but there must be a problem", was
the response of a long-serving mistress when asked why pupils did not utilise their time
properly in test four. This means that these teachers had not bothered to use their
previous tests to identify pupils’ test writing problems and help them to overcome them,
or even to think about the time allocated and revise their estimates of how long questions

would take to answer.

(iv)  Types of questions

Although it was not the aim of the observation exercise to investigate question paper
content, the fact that all four teachers were seriously concerned about deterring pupils
from copying (all of them uttered threats about punishing cheats and thereafter kept on the
lookout for culprits), leads to the inference that the tests were for the most part structured
atomistically, eliciting answers which could easily be copied. This kind of situation
usually applies to the discrete point and cloze types of tests which are characteristic of
the structuralist and psycholinguistic-sociolinguistic approaches to language testing (see
2.4.2 & 2.4.3).

4.2.2 Conclusion on observations

From the foregoing analysis and interpretation of testing practices in the four observations



69

made, it appears that the teachers were far from implementing the CA to language
testing. This would have required on their part a more facilitative, tension-free, pupil-
centred approach to language testing (see Barkhuizen 1993). The teachers also showed no
sign of having used previous language progress tests to diagnose and address pupils’ test-
writing problems -- such as using their time properly, starting with the easy questions,
correcting an error without tearing the offending page out. The characteristics manifested
by the teachers were more akin to the teacher-centred structuralist approach to testing, in
terms of which the pupil is expected simply to reproduce in testing the knowledge

imparted in teaching.

4.3  Analysis of teachers’ testing documents

In sections 2.4.2, 2.4.3, and 2.5.2 I reviewed three major trends of thought about second
language acquisition, which in the 20th century have underpinned trends in second
language teaching and testing (see Upshur 1969). In analysing the teachers’ testing
documents, and especially the question papers, the marking schemes, and the marked
scripts, I have been concerned to explore and illustrate the extent to which these
documents exhibit tendencies characteristic of one or other of these schools of thought.
To achieve this objective I have been guided by questions such as: What test types do
papers combine, what order of questions is most prevalent, what expected answers have
been projected in the marking schemes, how much room is there for the pupil to deviate
from the expected answer, what cognitive challenge do the questions offer the pupil, and
to what extent is the test task content relevant to the testees’ future communication needs

in a real-life situation.

4.3.1 Gaining access to the teachers’ testing documents

Although, as is claimed in section 3.1.2., I had based my choice of research participants
on their willingness to participate in the research, when the actual field work started and I
requested the testing documents I met with some resistance. Among the promises and
excuses I often heard were: "Sorry, I forgot the marking scheme at home"; "I have

misplaced the question paper, I will give it to you as soon as I have found it"; "I will
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give you the mark schedule as soon as I have entered the marks from the pupils’ books";
"I have something to correct on that list, I will send it to you soon." Although at times I
had teachers giving or sending me documents before I requested them, or giving them to
me on the first request, I generally only got documents on the second or even third
request. I was inclined to think that these evasive tactics were inspired by teachers’
anxiety about what exactly I was going to do with the data I was collecting. At one point
a teacher said: "I hope whatever you are going to do with all this material has nothing to
do with us as grade ten teachers of English!" I had to reassure her and even suggest that
before they gave me the documents, they had a right to erase any information that
identified themselves, their class or the school. Some teachers were not very confident
about the quality of their papers: for example, after handing in his paper to me one
teacher said, "I am sure you are going to find something wanting about that paper: I
myself was not quite satisfied with it after setting it." Other teachers did not have
anything to submit. Having been asked three times for a marking scheme one teacher
said: "For this particular test I actually didn’t need a memo so I didn’t write one, I knew

everything off by heart."

The hardships of acquisition notwithstanding, I collected 12 question papers out of the 16
anticipated. The papers were collected at the rate of one per stream per month. The two
male teachers each failed to give me two of their papers, although other records such as
mark lists and test books showed that the tests had been written. It became both nagging
and a matter of ethical concern for me, given my position as an HOD-researcher, to push

beyond a third request for these test papers.

Having obtained a working amount of data, however, I labelled my question papers A to
L for referential convenience, since in most cases the head information, including dates,
had been erased by the research participants: my feeling was that the restoration of these

dates for referential ease might constitute an ethical offence against the research subjects.

Of the twelve papers obtained only 8 had marking schemes or memos as they are called.
The mark lists were available for all the classes, although the teacher teaching two

streams gave me lists for only one of her streams. She claimed that the outstanding list
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had been borrowed by the grade ten E class teacher, who was having trouble finding it.
On three of the four mark lists teachers had placed the 100 mark monthly record for May
after the 300 mark mid-year (semester) record for June. Asked why, one of the teachers
responded: "By the third week of May you are so pressurised for setting the mid-year
examination that the marking and recording of the May test sometimes escapes your
memory, and you remember it only when you need to submit the half year mark to the
HOD or principal for that matter." As regards the pupils’ test books, I requested a sample
of two books per class: I asked teachers to pick what they considered to be two
distinguished students from two streams, two average students from two streams, two
weak students from two streams and an arbitrary choice of four books from the other two
streams, which made a total of ten -- two from each of the five streams. I hoped thereby

to be dealing with a reasonably representative sample.

My agreement with the teachers was that they would give me the records as they were, or
with the "undesirable" information already erased. Their preference for the latter
alternative was sometimes too enthusiastic: they cleared all the head information off the
document, so that I had to rely on the body content to relate the record back to grade ten.
In most cases, the teachers asked me to photo-copy the document and hand him/her back
the original. Where possible, however, I preserved as much of the information about
class, stream, and date on the document as I could, and only eliminated sensitive

information about the teachers’, pupils’ and school’s identity.
4.4  Analysis and interpretation of the test documents
I analysed all the test documents collected. I thought that the quantity of data was handy

enough for analysis in its totality, and my feeling was that a reasonably complete picture

of the situation obtaining would emerge.
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4.4.1 Analysis and interpretation of question papers

i) Composition, letter and short writing topics

Three out of twelve question papers have open-ended questions of the kind mentioned
above (see 4.3). And these were set by only two teachers, for only two streams out of
five. In all three papers there are five essay or composition topics, one short writing
topic, two formal and two informal letters. Four of the five composition topics are
essentially narrative in form: they require the pupils to recall and recount a past
experience. The remaining composition topic is discursive: it requires the pupil to
challenge the culturally fixed roles of the man and woman in the rural setting -- the one
in the garden, and the other in the kitchen. Three letter topics out of four are also
narrative: the pupil is required to retrieve information about recent events and relate it to
a friend, a sister, and the police. Only one letter topic involves persuasion, although the
appeal it is supposed to make is also based on the recall of (fictitious) recent happenings.
The short writing topic is about taking the minutes of a recent meeting. Obviously here
too memory testing is involved in addition to the testing of an important real-life skill (see
appendix L for a list of these open-ended questions). One of the three papers featuring
these topics didn’t have a marking scheme at all. The two that did, did not have a
marking grid for composition. Only one paper had a brief marking grid for the letter,
indicating marks allocated to its different structural components: address, salutation,
body, conclusion. It does not indicate how marks are allocated to quality of expression
(see appendix D for a copy of the type of composition and letter marking grid prescribed

for use).

(i) Comprehension

All the papers but three have a comprehension task which, in all cases except three,

consists of a comprehension passage followed by comprehension questions. In the three
exceptional cases, comprehension texts are followed by language questions based on the
passage. Three comprehension texts from three different question papers have neither a

title nor a question relating to the possible title of the passage. In seven out of nine cases,
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the comprehension texts are very short, ranging between two short paragraphs and half a
page. In the other two cases texts cover one full page. It should further be noted that
although some three comprehension texts (tests A, D, and J) addressed contemporary
concerns such as flying aeroplanes (D), drugs (A), and alcohol (J), there were many
passages which were not stimulating: most of them were extracted from folkloric or
fictional stories, dealing with baboons and mealies (H), the unwise shepherd (H), the
death of an old wise father (C), the flying diamond (G), the leopard and baboons (L).
Finally, I think it is noteworthy that the teachers (except one, test L) did not acknowledge
the sources of their texts. Did teachers give any thought at all to the appropriateness of
the texts to the level of their pupils’ maturity (Weir 1987)? Were the teachers actually
aware of their sources? Where did they expect the pupils to find the original sources
should they have been motivated "to carry on with their learning process on their own

long after the language task had ended" (Maley 1986:89)?

The questions based on all the comprehension texts fit into what Reynolds (1995)
subsumes under low to middle order categories: objective questions in tests A & D, and
several yes-or-no answer questions. For example, in test C, comprehension question 6
runs as follows: "Was his (Amodi’s) father alive?" -- and the answer from the marking
scheme for the paper is "Yes." Question 7 in the same paper is exactly the same: "Did he
recognise Amodi immediately?", the answer in the memo being "No". Others are closed
questions requiring one word, one phrase or, at most, one sentence answers. For
example, in question paper G, comprehension question 2 runs thus: "Where does Mrs.
Perkins hide the diamond?" The answer most pupils gave in their test books is: "in the
clock," a phrase answer. The next question in the same paper asks the name of Mr. and
Mrs. Perkins’ daughter, and the answer to this is only one word: "Polly." It is probably
true to say that all the questions in all six of the question papers with comprehension

passages require only straightforward, surface comprehension and elicit closed answers.

(ili) Language tasks

With one exception, the test papers analysed have large sections based on the formal

grammatical aspects of language: vocabulary, spelling, punctuation, and syntax. In some
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cases these tasks, usually in a section entitled "language”, claim 50% of the paper and
more. In question paper A, the language section is allocated 25 marks out of 50, in paper
E, 40 out of 100, in paper F, 30 marks out of 50, in paper I, 50 marks out of 50. The
teachers are so overtly specific about the formal discrete language aspect they are testing
for that there can be no doubt as to the language theory informing their practice: the
structuralist view of language testing (see 2.4.2). The sub-section instructions in these
tests are revealing: "Write the following sentences in indirect speech” (test D, five
questions); "Complete the following sentences by using the correct preposition” (test B,
six questions); "Give the correct form of the verbs in the brackets" (test C, five
questions); "Choose the correct spelling . . ." (test A, five questions); "Punctuate the
following passage" (test A, five marks); "Change the following sentences into the
continuous tense" (test G, six questions), etc. The cloze test so popular in the
psycholinguistic-sociolinguistic testing tradition (see 2.4.1) appears occasionally, e.g. test
I, questions 3 & 4, and test A, question 4. But such examples were so rare in the
question paper sample that it would appear that teachers are not familiar with the testing

theory it embodies.

Of notable interest too is the extent to which teachers used contrived, decontextualised
sentences to test the formal aspects of language. Examples of these are everywhere to be
found: in test E, question 5, the sub-section instructions are: "Begin the following
sentences with the underlined words." Sentence C runs as follows: "The jackal is catching
ten sheep.”" The answer in the marking scheme is: "Ten sheep are being caught by the
jackal." One wonders under what circumstances grade ten pupils are likely to need to use
such a sentence, or others like it, in a real-life situation that the communicative approach

to language testing aims to approximate as closely as possible (see 2.5.3).
(iv)  The literature tasks

One test paper out of a 100 marks (test K) is entirely on literature. Although there are
two books prescribed for grade ten, a novel and a poetry anthology, test K is set on the
novel only. There are nine other tests with literature tasks, all of them set on the novel

Comfort Herself by a Ugandan woman writer, G. Kaye.
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Only one paper out of ten (test J) has a small sub-section on two poems from Poetry
Quest, an anthology edited by a South African, P. Southey. Unfortunately this sub-section
is one of several in this particular paper which are unscored. In the other papers, the
literature section comprises between 20% and 40% of the paper. The obvious imbalance
between literature tasks based on the novel and those based on poetry is cause for
concern. If some washback effect can be assumed (see 2.3.3, iii & iv), does this not
mean that the preference for the novel is also present in the teaching? I had already
conducted my interviews by the time this question came up, so I opted to raise the matter
informally (I had made provision for discussing my findings from time to time with the
research participants (see 3.1.3). One teacher responded: "Well, with the novel you
understand the story easily, you enjoy it, you and the pupils enjoy the story and
somewhere between the book you begin to understand the themes etc. even if you didn’t
have a study guide at the begining. But poetry is hard. The pupils do not enjoy it. We
need study guides to deal with it." And in response to a question about how many poems
they had taught this year, another teacher said: "Not yet many this year. At least not in
my case. We told you we needed study guides but you have not yet provided us with any
(the reference to me is as an HOD in the school). The themes and figures of speech are

difficult to identify without study guides."

The questions in the literature section, like those in the composition section, all fit into
the low to middle order categories (see Reynolds 1995), with several questions expecting
one word, one phrase, or one sentence answers. To give a few examples, the first three

literature questions in test paper D are:

Q.1. Who is Mante’s wife?
Q.2. Who is Ayambili?
Q.3. Who is John’s wife?

The expected answers to these questions, as given in the marking schemes, are
respectively, "Efula”; "Mante’s servant”; and "Winnie". Several other question papers
have similar questions, e.g. test papers C, F, G, and H. In other cases, low order

questions are based on vocabulary. For example, in test paper G, question 2b reads as
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follows: "Give the meaning of the following words . . .", and a list of ten words drawn
from the prescribed novel follows. Each word is allocated one mark, and in the marking
scheme only one word answers are given. It is not made clear to the pupils whether they
have to give the meanings of the words as used in the context of the novel or as defined

in the dictionary. Although the former seems more likely, it cannot be taken for granted.

There a few questions which expect answers of up to one short paragraph. But these too
are based on memory. For example, in test paper C, there are a few questions of the
kind: "Give the picture of Comfort as given by the author.”" And the one-sentence, five-
mark answer, a direct transcription from the text to the marking scheme, is: "Her eyes
were deep black and her hair was thick and springy round her head and she had neat little

ears and tiny gold earrings."

Similar questions appeared in test papers B, H, and J. Like the comprehension questions,
they were all of the kind requiring closed answers and straightforward surface

comprehension. There is not a single question relating to the themes of the novel.

4.4.2 Individual test problems which might have impacted on performance

In sections 1.3.1 and 2.1.1 I refer to the individual test problems of the kind identified by
Barkhuizen (1993), which might have had an adverse impact on pupils’ performance in
progress tests. Although the entire Barkhuizen (1993) list (see 1.3.1) may not apply to the
tests analyzed in this study, a few of these problems affected a number of the analyzed
tests in ways and to degrees that are worth noting. Of particular concern to this study are

typography and lack of clarity of instructions.

Weir (1990) points out that in order design a communicative test making use of some non
verbal illustrations that are part and parcel of the present day daily communication
system, e.g. diagrams and photographs, charts, tables, and graphs, the test designer must
have access to, and know how to use the appropriate equipment which may include
photocopiers, typing equipment, etc. Although the school focused on in this study has a

number of typewriters and at least some limited access to a photocopier, some teachers do
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not know how to use the former, while the latter is too expensive for the school to use to
the full satisfaction of the needs of all the pupils. The result of these constraints is the
production of poorly written papers such as tests C and D in appendix B. The
comprehension gaps in these tests are illustrated in test C2, the typed version of test C
(see appendix B). With so many illegible words and punctuation marks, it is obvious that
such a test will be very difficult for a pupil of limited competence to follow. It should be
noted however, that some of the tests, including a few written on hand stencils, were
properly produced and that teachers should be commended on that note (see appendix B,

tests A, B, and J). For lack of affordability none of the tests used non verbal illustrations.

In several cases, the instructions in the test papers were obstructive: either they were
vague or ambiguous, or when carried out, the result didn’t make sense. An example of
clear, precise instructions is found in test A (appendix B), against which instructions in

many other test papers contrast significantly as the following examples will illustrate.

In test B, sections B opens with no instructions at all. And at the end of the
comprehension text, the pupil is not told that the questions that follow are about the
preceding reading text. The pupil is expected to make the links by himself or herself and
be unfairly penalised should the wrong links be made. In test D, each of the underlined
words in the comprehension passage has to be matched with its synonym from a list of
words given below the text. The instructions run as follows: " Choose from the
underlined words, the word which has the same meaning in the list given below." This
sounds very vague although it many be argued that the pupil will use his/her previous
experience in test writing to interpret it properly. In test G, the instructions at the
beginning of the comprehension section are also vague: "Read the following passage
carefully and answer the following questions." This may be interpreted to means that both

the passage and the questions are following at the same time rather than in sequence.

In addition to vague instructions are those which when carried out the product does not
make sense. In test E, question 5, the following instructions are given: " Begin the
following sentences with the underlined words." Question (a) under the same sections

runs as follows: A dog bits [sic] him. Thus the underlined word (rather than words)
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which the pupil has to begin with is "him" rather that its correct form "he". In C2 - the
typed version of test C, I have also highlighted obstructive omissions of punctuation
marks, and reporting words after direct speech in inverted commas. Problematic too is
also a situation whereby a whole test is written in capital letters throughout e.g. test G.

As pointed out above, all these problems may lead to poor performance in tests.

4.4.3 Comment on question papers

The analysis of the question papers has demonstrated that the teachers, whether
consciously or not, were operating within the structuralist paradigm of testing. In the
section on composition questions I discussed the absence of cognitively challenging, open-
ended topics and questions which would have given the pupils an opportunity to display
their discourse, sociolinguistic and strategic competencies (see Brown 1987, Maley 1986,
and Canale and Swain 1980, respectively). Most of the few topics there were, were
descriptive, testing pupils’ memory of past events and their ability to narrate them using
accurate language -- qualities which are characteristic of the structuralist approach to
language teaching and testing which gives insufficient attention to text and genre. What
were missing were imaginatively explorative topics addressing contemporary socio-
political, economic, and environmental issues and allowing for critical, creative and
emotional engagement with these issues, thereby enhancing the pupils’ cognitive
development. For this reason there was very limited opportunity in these tests for pupils
to engage with language tasks in a way which is relevant to either their present or future
real-life living or working situation, as recommended in the communicative approach to

language testing (see Weir 1987, 1990; Bachman 1990).

Questions of an open-ended nature were also lacking in the literature section, where the
questions were even more limited and limiting than what one might typically expect in the
structuralist approach to testing. There was scant trace of the standard structuralist
stylistic approach to literature, involving academic engagement with the formal schemata
of the text (novel, drama, or poetry) through textual analysis for characterisation, themes,
attitudes, mood, atmosphere etc. No opportunity was given whatsoever to pupils to "read

into the text" (Carroll 1983:64), to express their informal schemata, and to demonstrate,
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challenge and enhance their cognitive ability.

In the comprehension section, most of the comprehension texts did not have face validity
as test texts for grade ten pupils. Some of them did not have titles, and it did not appear
that these had been deliberately left out to test the pupils’ creative and imaginative
abilities. Other passages were too short for pupils in the first year of the FET band,
which culminates in the all-important matric examination only two years later. With two
or three exceptions, the subject matter of the texts had nothing to do with the pupils’ real-

world sttuation.

4.4.4 The scoring of test tasks

To find out about the scoring system(s) used to mark the test papers analysed, I looked at
the question papers and the marking schemes concurrently. The matter was difficult to
investigate via the question papers alone: some sub-sections in the question papers were
left unscored, e.g. test paper B, question 2 and section B; test paper J, questions 3 & 4,
and the entire poetry sub-section; test paper L, questions 1, 2, 3, 4, & 5. In the latter
paper only the last section on literature was scored. But scoring patterns emerged clearly
when the test papers were examined alongside the marking schemes: in most cases these
were drawn in linear, point form with each identifiable/verifiable item response standing
out clearly and in many cases marked by one or two ticks, indicating the one or two
marks allocated to the item. At the end of a sub-section, a sub-total was given, so that the
grand total mark could be reached in two ways: either by counting the individual ticks
top-down, or by adding up the sub-totals at the end of each sub-section. Three out of nine
test papers with marking schemes -- D, E and J -- followed this objectively verifiable
system. In the other six cases -- tests C, A, G, H, I, and L -- the same procedure was
followed, but the ticks were omitted. A deviation from this pattern admitting some
subjectivity occurred only in the one case in which the questions in a sub-section required
up to one paragraph answers, in which instance a whole paragraph was allocated five or
six marks in a way that seemed to be subjectively determined (see test paper C, sub-

section C, i-v).
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In all cases but one, the teachers didn’t seem to have overscored any of their test items, a
finding which supports Oller’s (1979) view that accuracy of scoring is most easily
achieved within the atomistic approach to testing. There appeared to be over-scoring in
the literature-only test paper K, which consisted of ten middle order questions of ten
marks each. I failed to establish whether this paper was ever written by the pupils, or
even duplicated. The copy I received was in the teacher’s own handwriting, and the paper
has no marking scheme attached. Could it be that the teacher set a test with no face
validity at all just to fill her half-year test quota and keep the HOD/researcher quiet? It
was one of the frustrations of this study that at times there was no ethical window through

which I could gain access to such interesting information.

It would appear that the highly objective, reliable scoring system led to a similar marking
pattern. In all the test books analysed it was relatively easy to establish where the right
answer was and how many marks were allocated, which in turn made it easy to arrive at

the total mark of the individual pupil (see appendix F for a sample of marked scripts).

4.4.5 Comment on scoring of test tasks

The scoring system established above, together with the marking scheme and script
marking formats identified, are all illustrative of the language testing theory informing
teachers’ testing practices: the structuralist approach, which boasts a highly objective and
reliable test scoring system (see 2.6.2), based on the approach’s ability to define, specify
and itemise the behaviour domain tested into discrete points which are easy to verify and
score (see 2.4.2). This probably explains why teachers tried to avoid the less familiar
open-ended, high order questions, which would have called for the more sophisticated yet
less objective and reliable scoring formats associated with the communicative approach to
language testing (see appendix E for a composition marking grid in the communicative

testing tradition).

4.4.6 Analysis of mark lists

In section 4.3.1. above, I explained how I gained access to the mark lists and why the
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one for the stream E class of grade ten was missing; I also suggested why in three of the
four mark lists available, the May mark out of a 100 was recorded after the June half-

year examination mark.

All four mark lists were well set out in alphabetical order of pupils’ names, and with the
marks recorded according to the interval measurement scale (see 2.2.2). Although most of
the head information had been erased from the mark lists by the research subjects, there
was still enough to identify the stream, sometimes the date (see 8 A mark list, appendix
G), the maximum and minimum marks, and the subject. The middle part of the mark list
featured the names of the pupils in the class, and against the names, the individual marks
recorded, in two colours: blue for those who passed, red for those who failed. Across the
page, the individual half-year monthly total marks, converted into percentages, were
worked out, and kept ready for combination with the half-year examination mark and the
oral mark, to obtain the final first semester score. At the bottom of the mark list was the
summary information including class total mark, total number of pupils in the class, class
average and average percentage. But teachers did not seem to understand the purpose of
this hard-to-work-out summary information, except as a bureaucratic requirement (see

appendix G for samples of mark lists).

4.4.7 Comment on mark list analysis

Although I could not infer very much from the mark lists about the testing theory
informing the teachers’ testing practices, it was salutory to note that they at least
maintained viable pupil records. With the communicative approach to language teaching
and in an improved teaching situation, such records could be used to monitor the pupils’
progress in the acquisition of communicative skills both inside and outside the classroom,
to compare their class progress with their real-world communicative ability, to diagnose
learning problems and plan future teaching accordingly. At present, the role of tests and
mark lists seems to be oriented towards meeting bureaucratic requirements rather than

communicative concerns.
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4.4.8 Conclusion on test document analysis

There is evidence from the analysis of the testing documents that, either consciously or
sub-consciously, the analytic/atomistic structuralist approach to language testing exercised
a strong influence on teachers’ testing practices. A strong tendency to avoid open-ended
high order questions in the composition, comprehension and literature sections has been
noted, as has been the total absence of non-written forms of testing such as oral,
listening, reading aloud, etc. Although such activities are associated with a low scoring
reliability, they are very popular in the communicative approach to language testing
because of their high content and construct validity (see 2.6.1, i & ii). The virtual
absence of any marking scheme for the open-ended composition questions could have
been indicative of the fact that teachers did not know what to do, and the preference for
language questions based on discrete point testing could have indicated that that was the
area teachers were most familiar with. The tendency to set low and middle order
questions requiring easily scorable, verifiable answers, would appear to corroborate this
view. Although this evidence is not in itself conclusive and requires support from other

sources, it has played a major role in pinpointing possible directions in this research.

4.5 The questionnaire (Appendix H)

The type of questionnaire used in this research, and the purpose of the data collected
through this research technique, are discussed in chapter three (see 3.4.3). The general
aim was to try to gain some understanding of who the teachers focused on in the study
are, in terms of their pre-service training, experience, work load and access to teaching
materials. The full text of the questionnaire is appended to this research report. Although
the data obtained from the questionnaire does not relate directly to testing, I share Nuttall
and Murray’s (1986) belief that teachers tend to teach and test the way they were taught
or learnt through experience, and that the way teachers teach, the materials they use, and
the conditions under which they teach, will have an effect on their testing practices (see
2.3.3).
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4.5.1 Questionnaire breakdown

The questionnaire was divided into three sections, each with a distinct focus:

Section I. This small section aimed to give the research subjects the general context of
the research, partly for ethical reasons (see 3.2.1.1).

Section II. This was another small section whose aim, following the suggestion of
Stenhouse (1987), was to give teachers clear and precise guidelines on how to go about
filling in the questionnaire (see also 3.2.1.1).

Section III. This, the largest of the three sections, consisted of the questions teachers
were requested to respond to, and on which the data analysis and interpretation in this
section is based. For procedural convenience it was divided into two subsections:
subsection A tapped information about teachers’ personal details (Q.1), pre-service
training (Q.2), experience (Q.3, 4, 6), and work load (Q.5). Subsection B inquired into
teachers’ teaching material resources. The further subdivision of subsection B into three
parts was based on the way in which teachers subdivide the ESL course subject matter
into teaching areas: thus subdivision III B, 1 looks at the prescribed and other material
used to teach the ESL course area referred as "grammar", which covers composition,
comprehension and English grammar. Subsection III B, 2 looks at the prescribed and
other material used to teach the novels and/or plays, and sub-section III B, 3 inquires
about the prescribed and other materials used to teach poetry. The inclusion of other
materials was intended to check whether teachers used any supplementary materials of

the kind the CA would encourage teachers to use both in their teaching and testing.

4.5.2 Questionnaire data collection report

Since my research subjects were few and close by, I personally distributed the four
questionnaires, explained to the teachers what was expected and asked them to return the
completed questionnaires as soon as they had finished. One of the teachers completed and
gave me back the questionnaire on the same day, another on the following day without
having to be reminded. The remaining two questionnaires came in on the fifth day after

their distribution, after the teachers concerned had been reminded three times.
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The questionnaires appeared to be well filled in, apart from a few areas: One of the four
teachers filled in the information for subsection III B, 3 (about the prescribed work for
poetry) in subsection III B, 2 (the place for the prescribed text for novels and/or plays).
And this particular teacher did not provide the name of her prescribed book for this area
of the ESL course. Asked if this meant that she had not yet started teaching the novel or
play, she responded: "No! That is not the case, I am teaching "Comfort" [a short form of
the novel’s title], I am in the middle of the book. I just don’t know why I omitted it and
got the whole thing wrong." Question six under subsection III A was also not properly
filled in: Two of the teachers did not indicate the streams of standard eight they taught,
and the other two teachers put down more than the streams they were actually teaching
that year. I asked one of the teachers whether he actually taught A to D streams, and he
replied: "No I only teach D this year, but I have taught A, B, and C in the past.”

I ought to mention that the questionnaire contained a typing error. In section 1.2.5 1
expressed my intention to use the new class level designation terminology, according to
which the old term standard has been replaced by grade. But since the shift was still
very recent, the old term resurfaced when I was typing and reviewing my questionnaire. I

only recognised the mistake after the questionnaires had come back from the teachers.

[section 4.5.3 commences on following page.]
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4.5.3 Analysis and interpretation of questionnaire data

4.5.3.1 The categories and frequencies of responses
Q. No. Variable Category Frequency  Observation
No.
1 sex a. males 2 -
b. females 2 e
2 qualifications in Eng. - Univ. level 2 trained
- College level 2 trained
3 exp. in teaching 1-2yrs. 1 inexperienced
3-4yrs. o
5 -6 yrs. 3 experienced
4 Exp. teaching Eng. 1-2yrs. 1 inexperienced
3 -4 yrs. 1 semi-experienced
5-6yrs. 2 experienced
5 No. of subj. offered 2 subj. 4 overloaded
No. of periods - up to 36 1 normal
- above 36 3 overload
Total No. of pupils
taught per teacher a day + 200 4 large classes
6 exp. teaching other classes  English 4 experienced

4.5.3.2 Interpretation of section III A data

In some cases, the information breakdown tabulated above made interpretation of the
questionnaire data easy, while in other cases it tended to be misleading. For instance,
according to the response in No. 2, all the teachers had done an English course as part of
their University or college training: hence the observation trained. This could easily have
led the reader to the conclusion that all the research subjects were qualified as teachers of
English. But triangulation of questionnaire and interview data contradicted such a

conclusion: two responses to the interview question as to what teachers felt about the
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quality of their pre-service training as teachers of English were particularly interesting. A

male teacher who had attended university said:

Well, I was trained a guidance teacher, and I did guidance method. As
regards Practical English, that was compulsory for everybody at Fort Hare.
It was not for teachers of English. The teachers of English had to have an
English major, English III or II at least, plus English method. For us we

teach English because we can’t help it: there is shortage . . . .

And a mistress who did Special English at college said: "My Special English was a
compulsory minor course for all STD students at Cape College [those doing the senior
teacher’s diploma]. I have Mathematics method, not English. I was forced to teach
English because that was the vacant post when I joined the school in 1991. And the
situation has never changed." According to these responses, only one teacher with English
III was fully qualified as a teacher of English. The other three didn’t have English
Method training, and in the teachers’ opinion this meant that they were not qualified

English teachers.

What partially compensates for their inadequate training is their experience: 3 out of four
teachers fell into the category of experienced teachers and this was encouraging, for it is
common knowledge that teachers learn a lot about testing and all other aspects of their
work through experience. Unfortunately, however, the value of the teachers’ relatively
long experience seemed to be counterbalanced by their heavy teaching load. According to
the departmental guide for drawing up a timetable, a teacher with no managerial duties is
supposed to be allocated a normal load of an average of 7x5 periods a week. Under
abnormal conditions of understaffing, a maximum average of 8x5 periods a week may be
allocated. According to this guideline, three out of four teachers were heavily loaded.
This was made even worse by the fact that all four teachers were also heavily loaded in
terms of subjects offered: two subjects per teacher, hence setting and marking two tests
per month for well over 200 pupils in all. This meant that the teacher is busy much of the
working day, and if s/he secures a rare free period, s/he grabs the opportunity to rest

rather than plan, set, type or mark his or her tests. To illustrate the impact of the
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prevailing situation on testing, I found it necessary to triangulate questionnaire and
interview information. In response to a probing interview question as to whether teachers
enjoyed the testing part of their work, one of the teachers answered: "Not in the least, not
with such a large number of scripts to mark in short time . . . ." Another, in response to
the same question, summed up the prevailing state of affairs: "We are struggling, you
have too many classes, too many periods, too many pupils, too many test books to mark,

two subjects to teach, and a large syllabus to cover. No time to rest."

It was also noted that teachers’ apparently long teaching experience was devoid of
professionally enriching in-service training which might have made up for deficiencies in
their training as teachers of English. Again, the interview data corroborated inferences
from the questionnaire: asked in an interview question how often the teachers had either
met the subject adviser or attended in-service courses, all the teachers made responses to
the effect that the focus of attention of both the subject adviser and the in-service courses

was grade twelve teachers and students, rather than those lower down in the system.

4.5.3.3 Interpretation of section III B data

Although this section was not directly related to testing I hoped that analysis of its data
might contribute to an understanding of the extent to which teachers were familiar with
the CA as such, and therefore with its application to testing. All the teachers claimed to
use text books: either one or two of the text books currently prescribed for the ESL
course, or one that was prescribed some years back. And while 50% of the teachers

made no use of alternative supplementary materials, 50% of the teachers cited magazines,
newspapers, study aids and student companions as their supplementary sources of teaching

materials.

However, triangulation of this data with information obtained through the test paper
analysis cast doubt on the latter claim: I checked all the available question papers for
traces of evidence of the teachers having used any extracts, captions or illustrations drawn
from newspapers or magazines, and I found none. I couldn’t even find a test task based

on a TV or radio programme; nor, for that matter, could I find a test task that could be
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attributed to the personal creativity of the teacher.

This made me wonder if the teachers claiming to use supplementary materials of the kind
recommended by the CA to testing were only attempting to portray a better image of
themselves! Delamont and Hamilton (1986:34) warn researchers against what they call
"respondent reflexivity", i.e. a situation in which respondents undergo a sudden "mental
shift" on account of being used to obtain information that in one way or another has a
bearing on their personalities or jobs. Reflexivity may arise in a respondent under

observation or being interviewed or responding to a questionnaire (see also 3.3).
4.5.4 Conclusion about questionnaire data analysis

In this section I set out to gain more information about the teachers whose testing
practices are the focus of this study. The questionnaire data projects a picture of teachers
who are inadequately trained as teachers of English, with long years of unenriching
experience; teachers who are therefore unlikely to have had much exposure to the CA to
language testing. The work of these teachers, who in the first place are not quite sure of
the demands of the CA to language testing, is made even more demotivating and
frustrating by their heavy work load and large classes. These are working conditions
under which the time-consuming and challenging CA will not thrive. Thus instead of
being innovative and creative in terms of supplementing and diversifying their teaching
and testing materials, teachers resort to using prescribed texts only, which means less

work because these are already designed for them, and can be used over and over again.
4.5.5. Examination of official documents

The main aim of examining official documents was to determine the extent to which
curriculum design, educational planning and administration influence teachers’ practice in
language progress testing (see also 4.1). The official documents examined and analysed in
this study include the interim core syllabus implemented in 1995 for grades ten and
eleven, and in 1996 for grade twelve; and the supplement to the syllabus, the "Guideline

document for Communicative Language Teaching." At the time I started planning this
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research in 1996, these were the two authoritative documents offering guidance to
teachers implementing the ESL course program based on the CA. It should also be noted
that the syllabus analysed in this research is a revised version of the original
communicative ESL syllabus, which in South Africa was implemented as far back as ten
years before the current study. The current syllabus should by now be constitutive of

teachers’ established practices.

Two other curriculum-related documents which might have had some bearing on the CA
to language testing and assessment/evaluation (see 2.2), namely the documents on
Continuous Evaluation (CE) and Outcomes Based Education (OBE), both of which are
based on curriculum 2005/2009, have not been examined in detail for two reasons: firstly,
in the Eastern Cape Department of Education, the directive authorising their
implementation came in 1997 after this study had commenced (see Circulars 36/97,

38/97, and 39/97). Secondly, since this study set out to examine and interpret teachers’
cultural practices, it was felt that CE and OBE were still too new to have been
assimilated into these practices (see 3.2.1.2). However, since CE does not represent a
different approach from that of the core syllabus, its concerns do feature in this discussion

to the extent that they form part of the objectives of the core syllabus.
4.5.5.1 The interim core syllabus on progress testing

In the syllabus, reference to progress testing is made only via its implied relationship to
summative testing, which is dealt with in the sub-topic Assessment (section 5 in the core
syllabus, pages 9 to 12 inclusive). The most striking aspect of this section is that its main
concern is with end-of-year final assessment. The largest subsection in the entire section
5, subsection 5.5, states the following: "The following requirements relate specifically to
the standard 10 examination but could also be used as a guideline for assessing standard 8
and 9 examinations” (p.11). The subsection goes on to describe the physical structure of

the standard 10 (grade 12) final examination in some detail.

In this subsection, reference is made to tests only once, and then only in relation to the

extent to which tests are controlled by examination boards. Thus it is stated in
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subsection 5.1: "Examination boards may decide for themselves what form the
examinations and tests will take.”" Now in common usage, the concept of progress testing
refers to forms of classroom-based assessment which are not under the direct control of
examination boards. It is therefore likely that the concept of test invoked in this section
is synonymous with "examination". This means that no direct reference is made to

progress testing (in the sense defined in this study) in the entire core syllabus.

By making inferences from what has been written in this section, however, one may
discern a form of indirect reference to progress testing. Subsection 5.1 quoted above

continues:

However, these [examinations and tests] must be designed to assess how far
the stated objectives of the syllabi have been attained . . . and the types of
the questions asked MUST be in line with the objectives of the core

syllabus and the marking must follow these criteria . . . . (p. 9)

And under subsection 5.2 on the next page, the objectives of the core syllabus -- treated
at length on pages 3 to 9 of the 12 page document -- are summarised and interpreted as

follows:

The communicative aims of the syllabus imply that assessment should be
concerned with what is successfully communicated rather than what has
been memorised and mechanically reproduced. Pupils who engage actively
with a subject and are adventurous in their use of language are likely to
learn more than those who keep to simple, prosaic structures; nevertheless,
they are also more likely to make mistakes. They should, therefore, be
given full credit for what they have achieved, taking into account both the
sophistication and vigour of their work, and the extent to which their errors

impede communication. (p.10)

The syllabus document proceeds to encourage the use of continuous assessment, the

implications of which are described thus:
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(a) Listening and speaking should be assessed while pupils are
engaged in normal class work and speech situations rather

than during a formal "oral";

(b) progress in reading ability, and comprehension of reading matter
rather than a one-off reading "performance", should form the basis

of assessment;

©) the writing process, a variety of writing tasks, progress in
writing ability, etc. need to be considered when pupils’
writing competence is assessed rather than the final product
only. (p. 10) ‘

4.5.5.2 The guideline document for CLT on progress testing

This document does not differ in any essential way from the communicative core syllabus
discussed above. In the words of its author, the guideline document, also known as the
"Teachers’ Guide", is "merely an attempt to provide some means of support to those
teachers who feel a need for it" (p. 3) in making the transition from the traditional to the
CLT approach. Thus in the first 12 pages after the introduction (pp.3-15) the document
concentrates on clarifying the terminology used in the CLT approach, while in the last 6

pages it deals with issues of lesson planning within the new approach (pp. 15-21).

Nowhere in this teachers’ guide is any mention made of progress testing, or even of
testing as such. The closest reference to the subject of testing appears on page 3, where
the concept of assessment is mentioned and very briefly interpreted in terms of
continuous evaluation. On page 6 the subject of continuous assessment is picked up again,
but its interpretation is no different from that provided on page 10 of the core syllabus
(see also this report 4.5.5.1), except in its spelling out of the promotional and diagnostic
purposes of continuous assessment (p.7), which represent only an aspect of the functions

of progress testing (see 2.3.3).
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4.5.6 Comment on examination and analysis of official documents

It would not be an exaggeration to say that the washback effect of the final matriculation
ESL examination has taken its full toll on the author of the teachers’ guide. Although the
document is meant to interprete the core syllabus and thus facilitate teaching, testing and
assessment at all the three levels of the FET band, attention has been lavished on the top
level, grade 12, at the expense of the other two grades. In this regard, the core syllabus is
no different from the guidelines document: on page 11, for example, it categorically
states that "the following requirements relate specifically to standard 10 examinations”
before going on to describe the structure of the three final examination papers in this
grade. The impression a grade ten teacher might get here is that the syllabus and the

guidelines document do not attach any importance to progress testing.

Nevertheless, it would be inaccurate to assert that the teachers’ guide and the core
syllabus are totally irrelevant to progress testing in a classroom situation. I have already
pointed out the teachers’ guide’s effort to clarify the concept of continuous evaluation,
which constitutes an important element of progress testing. And although only indirectly,
the core syllabus also touches on areas of great importance in progress testing, stressing
as it does an assessment approach concerned with successful communication through the
active, explorative, critical, and creative use of language, engaging with issues of
contemporary concern in life-like testing contexts; an approach concerned about the
assessment not only of the final product but also of the process in written language. The
syllabus also recommends an approach which values the assessment of the inferential,
extrapolative, and evaluative ability of pupils, with a variety of marking criteria

appropriate to the assessment of communicative language ability.

4.6 Interview with the subject adviser (Appendix J)

The general aim of the interview with the subject adviser was described in section 4.1,
above. The specific aim was to establish how the subject adviser, as a specialised
resource in the employment of the Department of Education, facilitates teachers’ work in

the area of language testing by providing support to those in need of it. The reasons for



93

using the interview as a research technique, the type of interview and questions used are

also discussed in chapter three (see 3.4.2).

4.6.1 Interview question breakdown

To focus the interview, an interview schedule was prepared (see 3.4.2, and appendix J).
The terms adviser and facilitator are used synonymously, in the way they normally are in
the schooling context. All the open-ended questions were designed to achieve the aims of
the interview, but great restraint was exercised to avoid leading questions. However,
whenever a response seemed to deviate excessively from the desired content, a probing
question was used to prompt the respondent in a more appropriate direction. Questions 1-
2 anticipated information about the academic and professional qualifications of the subject
adviser. Q. 3-4 sought information about the working experience of the facilitator. The
aim was to gain insight into the adviser’s areas of interest. Q. 5§ was concerned with any
other qualities considered in appointing a subject adviser. Q. 6 aimed to know about the
procedures followed in employing a subject adviser. In Q. 7 some understanding of the
employer’s and teachers’ expectations of the subject adviser was sought. Q. 8 sought
information about the preparation facilitators receive for their job. Q. 9-10 aimed to
establish the work load of the subject adviser, and Q. 11-13 focused on the planning and
content of, and teachers’ input into, the facilitator programs. Q. 14 was concerned with
other facilitator programs known to exist, and how these related to the subject adviser’s
work. The last question, 15, asked about the officer’s attitude to his or her work: whether

it was fruitful, whether the teachers responded, and how easy or difficult it was.

4.6.2 Interview report

Although I had worked as an English teacher at the school researched for three years, I
had not met the subject adviser for English. But having met the geography facilitator, I
took it for granted that an English counterpart existed. When the research-related need
arose for me to contact this person, I telephoned the geography subject adviser for
information about his English counterpart. He advised me that such information lay with

the coordinator of the subject advisory service, whose phone number he gave me. After a
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few attempts I reached the officer over the phone. She sounded a confident, relaxed white
lady. I introduced myself, explained the purpose of the call and tried to motivate my
cause. She explained that she was a Deputy Education Specialist and coordinator of the
subject advisory service; stationed at the Port Elizabeth departmental headquarters, she

was responsible for coordinating the whole Eastern Cape province.

With regard to my request, the lady very sympathetically and regretfully advised that the
only subject adviser for English in the entire province was in central region (East
London). The region served by this adviser was some distance from the area delineated
for study, and as a result I gave up the interview. But the coordinator advised that I find
out from the EDO for my circuit if there was any alternative service available. All the
attempts [ made, both telephonic and physical, to get in contact with the latter were in
vain: he was always away, either on a course or on some district representation errand.
Besides, of the two circuits he was running, in addition to other responsibilities, he

played a voluntary acting role in ours and, I suppose, only during his rare free time.

4.6.3 Comment on interview with subject adviser

Although the interview was an apparent failure, my experience did cast further light on
the plight of the teachers focused on in this study. With inadequate pre-service training,
and seemingly no possibility of in-service training or assistance, it was perhaps not
surprising that their test papers showed little evidence of acquaintance with the CA to

second language testing.

4.7 Interview with grade ten teachers (Appendix K)

The general and specific aims of the interview with the grade ten teachers are dealt with
at length in chapter three (see 3.2.1.1, i & ii; 3.3). They have also been summarised
earlier in this chapter (see 4.1). In general, the aim was to try to enhance the validity of
the research data and hence the conclusions based on it, by allowing the research subjects
to confirm, comment on, supplement, correct, and criticise the data (see also Delamont

and Hamilton 1986). The type of interview and questions used, and the reasons for using
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them, are similar to those used in the planned interview with the subject adviser (see 4.6).

4.7.1 Breakdown of the interview guide questions

In this interview, as in the previous one, an interview guide schedule was drawn up to
focus the interview on the desired content (see 4.6.1; for the full text of the interview
guide schedule see appendix K). Although this schedule had been prepared during the
early stages of the research, it was reviewed several times as new questions arose from
data collected and analysed. The review took the form of the addition of new questions
and the elimination of others. For the sake of verifying the teachers’ sincerity, however, a
few questions for which answers had been obtained were purposely retained in the

interview schedule. The interview questions anticipated responses about the following:

Q. 1 - 2. These questions inquired about the type and frequency of the progress tests
teachers gave to their pupils. Q. 3 - 5. These questions sought teachers’ opinions of
continuous evaluation, about which there was much enthusiasm at the time I embarked on
this research. Q. 6. This unfortunately multiple question aimed at establishing which
official curriculum related documents talking about CA in general teachers had seen; and
whether they had surveyed them for what they said about the CA to language testing.
Questions 3 - 6 were inspired by the need for clarification and verification of the
information that had already been obtained from other data collection sources. Q. 7
focused on teachers’ evaluation of their pre-service training. Q. 8 - 9. These questions
were concerned with the facilitator programmes teachers may have attended and how
these addressed issues about communicative testing. Q. 10 - 14. These questions dealt
with issues to do with the setting of tests. They aimed at establishing the criteria for
determining the test content, mark allocation system, duration of tests, and use of scores.
They also explored teachers’ feelings about and interpretation of the way pupils used their
time. Q. 15. This question was concerned with teachers’ general evaluation of progress
testing in relation to their pupils. Q. 16. This last question sought evaluative response

concerning the application of the CA to testing to their working context.
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4.7.2 Interview report and analysis of data

A summary of teachers’ responses to the interview questions is given below. In a few

cases responses are quoted to allow the interviewees’ voices to be heard directly.

Q. 1. Type of progress testing given: All four teachers affirmed that their progress tests

consisted of a written class test out of either 50 or 100 marks. One teacher claimed that

her tests were all set out of 100 marks, but this was not borne out by her mark schedule.

Q. 2. Frequency of progress test: All the teachers claimed that they gave one test every

month. Although none of the teachers had a mark record for the month of January, the
claim seemed to be true because at least three teachers had mark records for February to

May inclusive.

Q. 3. Continuous evaluation: The responses to this question were rather confusing. All

four teachers held that they had a continuous evaluation component in their progress tests,
but none of them had recorded the continuous evaluation scores on their mark schedules.
As was established later during the interview, and during the execution of my teaching
duties at the same school, all the teachers had set out to do continuous assessment. It was
required by departmental policy. But later on the idea was bit by bit abandoned for lack

of clarity as to what was actually expected (see teachers’ comments in question 6 below).

Q. 4. Types of continuous assessment: The following forms of assessment were

mentioned by all four teachers: giving the class work, assignments and group and pair
work; oral tests, tests of reading and listening comprehension, and projects. As already
pointed out above, if these forms of continuous assessment were done in accordance with
the requirements of circular No. 57/95, then a record of scores was supposed to be
available as evidence of what had been done. But since none of the teachers had one, it is

possible that they made the claim to project a good image of themselves (see 3.4.2).

Q. 5. Frequency of continuous evaluation: Responses to this question varied: one of the

teachers said she did it once a month, another claimed she did it once every two weeks,
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and the other two teachers said they did it every week. The circular recommended that
teachers do something with a different group of pupils every day. The range of frequency

cited in response to this question tended to consolidate doubt about their claims.

Q. 6. Official documents encountered by teachers: Two of the teachers had not seen any

of the three documents, but claimed to have heard about them, one at a course she had
attended the previous year, and another at the previous school where he had worked for a
short time in 1996. Of the other two teachers one had seen and read all three, and the
other one had only seen the syllabus and the teachers’ guide. The follow up questions as
to how clear and useful the documents were, were answered by only two teachers: in
connection with circular No. 57/95 on continuous evaluation, the teacher who had seen it
said: "It is not easy at all . . . all I can say is that it is very vague. You don’t understand
what you are required to do." As regards the syllabus and the teachers’ guide, the two
teachers said that these were easy to understand, "but you can’t apply them the way they
are. You have to adapt them to your needs," said one. And she continued: "They almost

say nothing about communicative testing. They are concerned mainly with teaching."

Q. 7. Teachers pre-service training: The two male teachers claimed that their pre-service
training was sufficient: "I didn’t experience any problems with regard to teaching
English", said one who had English IIT at university level. The lady teachers, on the other
hand, felt strongly that "It is not easy at all for the new teacher from college: this is
because at college only theory is done, no practicals.” This was the claim of the teacher
who had English I at university level. The other lady teacher argued that since she had
not done English method at college, it was not very easy to make the shift from the
college to the classroom. She had to take some time adapting her Maths method to
English. And she admitted she needed a few in-service courses before she could cope.
The teacher with English III, the only one with English method, was asked in a probing
question what he thought about the main focus of the pre-service training and he
responded readily: "It is mainly the teaching of English, yes, communicative theories are
dealt with, but mainly in as far as teaching is concerned. There is very little on testing,

but it is also dealt with."
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Q. 8. Attendance of in-service programmes: All the teachers claimed that they had not
attended any externally arranged in-service training courses this year. "I have never even
seen a subject adviser," said the teacher with teaching experience of two years. But the
other three recalled having attended facilitator programmes in the past. "Yes, we had
"Inset’ from 1992, I guess until last year, and it was useful,” said a male teacher with 5

years’ teaching experience.

Q. 9. How in-service courses addressed communicative language evaluation issues: The

teachers maintained that the tendency in all the courses they had attended had been to
focus on communicative teaching rather than testing. "Nobody says anything about setting
communicative tests. They may give you past papers if you teach standard ten, but they

don’t teach you how to set your test," asserted one of the teachers.

Q. 10. Construction of tests: Responses to this question revealed that the teachers all used

the prescribed texts and past papers in setting their tests, and also that all of them were
guided by the work covered during the month. Two of the teachers also mentioned the
use of extracts from magazines and newspapers. Another teacher claimed the use of the

syllabus as well.

Q. 11. Mark allocation: This was one of the easiest questions for the teachers to respond

to: "there is nothing difficult," said one of the teachers, "I allocate every point a mark,
hence if I allocate 10 marks I expect 10 points," he continued to say. Another teacher
who had done special English at college said: "For simple questions, I allocate one point
or two. For sentence construction I allocate three points, like that." The other answers

were all variations on the same theme.

Q. 12. Determination of test duration: Responses to this question, which was inspired by
my observation of test writing sessions, were similar for all four teachers: "One hour, it
has always been one hour for monthly tests", as one of them put it. One of the teachers
even assumed it was a requirement of the syllabus: "One hour is the time proposed in the
syllabus," she said. Anyway, for whatever reason, one hour was the standard time for all

tests, whether out of 50 or 100 marks.
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Q. 13. Comments on the way pupils use their time: All the teachers shared the same
attitude regarding this issue. They all tended to put the blame on the students: "They are
not serious, they don’t want to work. No matter how much or little time you give them,
they will always finish before time." "But why?" I probed. "I really don’t know. All
teachers in all subjects complain,” she answered. The other female teacher expressed a
similar view: "Time is not an issue with our pupils; any time allocated is enough." The
most interesting thing about this is that all the teachers realised there was a problem, but

they simply took it for granted that this was an immutable state of affairs.

Q. 14. The purpose of the language progress test scores: All the teachers pointed out that

the marks counted for a quarter of the year mark. Two teachers gave additional purposes:
one said that the marks helped students to compare themselves with other pupils, and
were thus encouraged to work harder the following month. Another teacher thought that
the marks helped the teacher to establish how well s/he had been understood by the
pupils.

Q. 15. The importance of language progress tests to pupils: Although the teachers had

expressed complaints about pupils’ lack of seriousness, and their high rate of absenteeism
from progress test writing sessions, and in spite of the admission that the whole process
of testing weighed heavily on the teacher in terms of his/her work load, all the teachers
strongly believed that language progress tests were very important to pupils. "They force
them to revise the work they have covered during the month," commented one of the
teachers. Another teacher believed that these tests gave the pupils "a sense of where they
stand.” One of the male teachers did not seem to have a reason for his belief: "well,

testing pupils is always good so it must go on," he said.

Q. 16. Applicability of the CA to testing to the teachers’ working conditions: The

teachers’ responses to this question revealed that they didn’t understand what was being
asked. As I analysed the data I felt that it was a mistake on my part to have asked
teachers to evaluate an approach that, according to the information available, they did not

have a clear understanding of. But in the end, their responses were a revealing indicator
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of how little they knew about the approach. Two of the teachers expressed the view that
the approach was not applicable to their conditions because, as one of them commented,
"our pupils do not want to talk, so how do you apply communicative testing?" This was
echoed by one of the others: "In our conditions only written rather than communicative
tests apply." The other two teachers also talked of communicative tests as tests which
involved talking. One asked me: "Do you mean oral tests?" "Yes, and others as well," |
replied. But in his response, he referred to oral tests again: "For some pupils oral tests

work, they get good results, but others cannot express themselves at all."

4.7.3 Comment on the interview report

The significance of Delamont and Hamilton’s (1986) view that researchers must use a
variety of data collection techniques in ethnographic studies, to enhance the validity of
their data and the conclusions drawn from it, has been highlighted by the teachers’
responses in the interview reported above. Teachers seemed to provide answers which
projected a good image of themselves, sometimes giving information contradicted by

other sources of data.

The responses reported above also revealed that the teachers engaged in a number of
routine testing practices without reflecting on what they were doing, why they were doing
it, and what implications it might have for pupils and/or teachers. Take, for example, the
views they expressed about the duration of tests, the frequency of tests, and their pupils’
use of time. They had simply accepted these things the way they were, without

questioning or challenging them.

The responses about the allocation of marks to questions -- "I allocate a mark per point”
-- and the competitive rather than cooperative purpose attributed to language progress
tests reflect characteristics other than those advocated by the communicative approach.
The fact that the teachers had neither read nor understood the official documents about
the CA, nor been trained in the implementation of the approach, or even specially trained
as English teachers, increased the probability of their being unable to apply the CA to

language progress testing.
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CHAPTER FIVE

DISCUSSION, RECOMMENDATIONS AND CONCLUSION

5.1 Introduction

The aim of this study was to explore the degree of awareness, understanding, and
implementation of the CA to language testing among a group of Eastern Cape
schoolteachers. To achieve this, an attempt was made to establish the extent to which the
available sources of information about the approach, namely the ESL syllabus, the
teachers’ guide to the CA approach, and facilitator programmes, actually assisted teachers
to assimilate and implement the CA to language testing. Class language testing sessions
were observed and all the documentation involved analysed: the test papers, marking
schemes, mark schedules, and marked scripts. To enhance the validity of the findings,
teachers were asked to verbalise their perceptions of the approach and their own practices

by responding to questionnaire and interview questions.

In this chapter I summarise the findings generated by the research process, and interpret
and discuss them in terms of the CA to language testing. I proceed as follows: I re-first
emphasise the role of the teachers’ working context, in recognition of the significance of
context in innovation implementation. The focus of the discussion then moves on to the
training and experience of the teachers, and their language testing practices. Reasons for
these practices are suggested, and recommendations for improvement made. In
conclusion, the limitations of the study are acknowledged and areas for further enquiry

are proposed.
5.1.1 Teachers’ working context
In chapter one, I went to some lengths to establish both the broad and narrow working

context of the teachers whose practices in ESL progress tests were to be investigated in
this study (1.2.3 - 1.2.6).
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5.1.1.1 The significance of context to the implementation of the CA

In the South African educational context, the communicative approach to language
teaching and hence testing is a relatively recent innovation whose first implementation
dates from 1986. It represents a fundamental shift in the approach to the teaching and
testing of ESL (see 1.2.1).

Foggin (1991) expresses the view that for any educational innovation to be successfully
implemented, one of the major factors to be considered is the teacher’s physical and

socio-cultural working context (see Murray 1991).

Besides being a relatively recent approach in South Africa, the CA is also foreign to the
educational environment in which it is being implemented: that is, it did not evolve from
a dialectical process of needs analysis and problem solving in the actual South African
educational environment. As is well known, the CA was conceived in Europe in response
to the particular needs of European society and the Common Market (Larsen-Freeman
1986), and was first implemented under conditions very different from those obtaining in
South Africa. I argue, following Foggin (1991), that to make a fair assessment of the
success of the implementation of the CA to language testing in the area delineated for this
study, it is important to examine how conducive or otherwise to this process the

prevailing circumstances and teachers’ working conditions have been.

5.1.1.2 Summary of teachers’ prevailing working context

The broader context in which the particular school focused on is operating can be
summed up as consisting of rapidly evolving unstable conditions (see 1.2.3 - 1.2.6). The
particular conditions obtaining at the school have also been outlined as characterised by:
pupils from low income backgrounds, teachers from poor school and inadequate
professional training backgrounds, under-staffing, large numbers of pupils, poor physical
structures, lack of equipment, irregular teacher and student attendance, a wide service
area for the school, and poor transport (see also 1.2.6). A pilot study carried out

indicated that similar conditions to these obtain in several other former D.E.T. schools
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traditionally attended by black South Africans (see Ssemakalu 1996).

5.1.13 Historical perspective on teachers’ prevailing working context

According to Malan et al (1987), the conditions described above are deeply entrenched in
South Africa’s unique history of socio-cultural, economic, political, and intellectual
isolation, which has particularly affected black South Africans. Their educational
predicament perhaps dates from as far back as the Natives’ Land Act of 1913 (ibid. 198),
was intensified by Hertzog’s official Segregation Policy of 1914 (ibid. 205) and Native
Bills of 1936 (ibid. 297), and culminates in the Bantu Education Act of 1953. Prevailing
conditions were made worse by the government’s deliberate policy of under funding Black
education (Foggin 1991), and Morphet (1991) notes that conditions deteriorated further as
the result of a culture of resistance to all top-down educational efforts and innovations,

which were viewed with suspicion.

Ward (1984:12) sums up the working conditions faced by the teachers in the ordinary
former D.E.T schools as "to say the least, poor, apathetic, unstimulating, and

demotivating."

5.1.1.4 Recommendations based on teachers’ prevailing working conditions

It is commonly held by proponents of the CA to language testing that the approach thrives
under working conditions vastly different from those described above. Weir (1987)
describes these as highly demanding of the teacher in terms of hard work, dynamism,

creativity, liberal and critical thinking (see also 2.5.3).

In my view, all the efforts to provide an equitable and just education for all South
Africans based on the fundamental principles of non-racism, non-sexism, democracy,
unity and historical redress (see 1.2.3), and all the current changes in educational
organisation, management, and practice (see 1.2.4 - 1.2.5) aimed at ensuring the
attainment of these objectives, constitute a positive step in the right direction. But for

these changes to be meaningful in concrete terms, for innovations like the CA approach to
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language testing to be understood and accepted and to take root, there has to be a
commensurate effort to improve teachers’ working conditions. Thus there is still much
more that urgently needs to be done via educational administration and planning
effectively to address issues such as the teacher-student ratio, adequate educational
funding, provision of study aids and guides, reactivation of existing teacher support
programmes and the creation of more, rehabilitation of old physical structures and the
constuction of new -- within reasonable physical reach of teachers and pupils -- and
adopting a more consultative approach to innovation implementation, involving all

stakeholders in the educational service.

So far these views have not received much more than lip-service attention from the
powers that be, on political occasions, in public media interviews and during arm-chair

planning sessions.

5.2. Teachers as innovation agents

The questionnaire inquiries, the abortive interview with the subject adviser, and the
analysis of the official documents were conducted mainly to gain insight into who the
teachers were who were expected to implement the CA to testing, in terms of their
training, beliefs about education and knowledge, and social and cultural backgrounds (see
Foggin 1991, Murray 1991, and Ndhlovu 1993). The following observations about the

teachers were recorded.

5.2.1 Teachers’ training and experience

The major point emerging from analysis of the questionnaire data is that most of the
teachers were not trained as teachers of English and consequently their pre-service
training could not possibly have served as an adequate introduction to the CA to testing.
Although most of them had long experience in teaching ESL, this had not necessarily
improved their expertise since, according to the evidence of the two interviews conducted,
they lacked a strong in-service support base; worse still, they had to grapple with large

numbers of pupils and a heavy work load (see 4.5.2 for details). In such circumstances,
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the application of the unfamiliar CA approach to testing was an additional and unwelcome

burden.

5.2.2 Lack of supplementary support from official documents

Analysis of official documents, namely, the teachers’ guide to the CLT approach and the
communicative core syllabus (see 4.5.5.1 & 4.5.5.2), revealed that these too did not offer
any useful information to the teacher about the CA to testing. The teachers’ guide
addressed only one aspect of communicative testing -- continuous assessment (see
teachers’ guide pp. 6-7). This concept normally refers to the testing of the pupil’s
progress during the process of learning. Hence it can be said that the guideline document
failed to address the more familiar product-oriented approach to testing under special
control conditions (Oller 1979). To carry the argument a little further, triangulation of
data led to the evidence that 3 out of 4 teachers had not actually read the document (see
4.7.2, Q. 6). This probably explains in part why there was no record of continuous

assessment in the mark schedules analysed.

The focus of the large section on assessment in the core syllabus (pp.9-12) was the final
matric examination: the physical, content and scoring structures of the three matric
examination papers (4.5.5.1). It was only by implication that what was said of the final
matric examination could apply to the grade 10 and 11 final examinations and, by
extension, to progress tests. Obviously, inadequately trained teachers will experience

difficulty in making such inferences.

5.2.3 Lack of reflection in teachers’ testing practices

An interesting question that arose from teachers’ responses to interview questions
concerned the extent to which teachers were actually conscious of their testing practices:
whether they thought critically about their testing methods and were prepared to make
changes. Delamont and Hamilton (1986) think that this skill is aquired as a result of
training, because human beings don’t necessarily always act rationally. The teachers

focused on in the current study did not seem to be reflective in respect of their testing
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practices. Asked about the way they determined the duration of the tests, they all said that
the monthly test had always been one hour long, no matter whether it was out of 50 or
100 marks. And the same was true of the frequency of progress tests -- once a month,
regardless -- and about the way pupils used their time: they always finished early. These
were regarded as routine and immutable practices, an attitude not encouraged in the

communicative paradigm.

5.3 Comment on teachers’ perceptions of their situation

Our initial question may be asked again at this stage: "Who, then, are the teachers
focused on in this study?" We might begin an answer with the response of one of them to
a probing question as to whether they enjoyed the progress testing part of their work:

"not by any means . . . we are struggling." These teachers are struggling men and
women: not specially trained as teachers of English, lacking supportive in-service
structures, grappling with large numbers of pupils and heavy work loads under
discouraging physical working conditions, having no access to interpreted information
from official documents on the approach they are supposed to implement, and going about
their work mainly because it is routine. It would be idealistic to expect teachers in these
circumstances to make a significant contribution towards the implementation of such a

fundamental innovation as the CA approach to testing.

5.4  Teachers’ coping strategies

The next question is to ask how teachers coped, given the circumstances adumbrated
above. Maley (1986) argues that even in the worst possible conditions, teachers wanting
to work to survive will develop strategies to cope. Van Vuuren (1991:11) points out the
nature of such strategies: teachers will ignore all impositions from top-down and "at best
do their own thing." In this section I outline the characteristics of teachers’ testing
practices as these emerged in my observation of their testing sessions and analysis of their
testing documents. In general the list serves to confirm the claim that teachers did not test
communicatively. Although, individually, some of these characteristics can be located

along the structuralist-sociolinguistic-psycholinguistic-communicative continuum, the sum
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total cannot be ascribed to any school of thought. And it should be noted that some of
them fell way below the expectations of the most traditional of the above-mentioned

approaches. The list runs as follows:

() in the test writing sessions observed, teachers played the role of controller/giver of
instructions rather than that of a facilitator helping pupils to interpret questions
(Barkhuizen 1993);

b) pupils wrote their tests in a tense, intimidating atmosphere, with teachers
threatening punishment to those caught copying;

©) formal, discrete language structures were directly tested in an abstract,
decontextualised fashion (Weir 1987). Very few cloze type and open-ended
questions were identified in the question papers;

(@) composition writing was rarely included in the tests: where it was, it took the form
of narratives;

© the literature section was dominated by short, low-order memory questions, some
of which fell way below the expectations of the traditional approach to testing (see
4.2.2);

® the comprehension section consisted mostly of (extracts from) folklore narratives,
some of them lacking titles, and so short that their face validity as texts for grade
ten pupils was questionable (see 2.6.1). The questions based on comprehension
texts expected short, close ended, verifiable answers;

(2) test scoring followed a system of allocating a mark or two per point, and in
marking, a similar system of putting a tick or two wherever a point was identified
was followed. Though highly verifiable and reliable, this approach is not
encouraged in the communicative paradigm (see Weir 1987);

(h) mark schedules were kept in response to the top-down bureaucratic requirement, to
stimulate a competitive spirit among pupils, and to serve the administative purpose
of providing a year mark;

(1) all tests were of a written nature only: there were no oral, reading aloud, and
listening tests (see Oller 1979);

) tests were deficient in syntactical accuracy and clarity of instructions, and had very

poor typography and general layout (see Barkhuizen 1993 & appendix B). They
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illustrated the need for more professional training for the teachers in this regard.

5.5 Comment on characteristics of teachers’ testing practices

The characteristics outlined above clearly show that teachers did not test according to the
communicative approach. They appear to have drawn, probably sub-consciously, on a
mixture of the structuralist, sociolinguistic-psycholinguistic, and communicative
approaches, and on other practices they have picked up through their apprenticeship in

teaching to enable them to carry on with their daily work.

5.6  Other possible reasons why teachers tested the way they did

In addition to the reasons given above, summarisable as lack of know-how and enterprise,

teachers may have tested the way they did for two other related reasons:

@) The need to lighten their burden in the process of fulfilling the bureaucratic
demands of their superiors may explain teachers’ preference for the more
objective, close ended, discrete point testing, scoring and marking system, with
verifiability and a high reliability level as, again, a quick-fix strategy to meet

deadlines in spite of the burden of work.

(ii) Another reason may be cultural. As Alfers (1994) has pointed out, in African
culture the teacher is looked at as an authority figure, not only as one who can
assert and control situations, but also as one who possesses, controls and imparts
knowledge. This kind of self-perception may lead a teacher to reject a testing
approach with tentative, negotiated, subjective answers, which might compromise

the teacher’s all-powerful and all-knowledgable image.

All these reasons appear to have some validity, and there seems to be no single
explanation. It must be conceded that the recommendations made below may only serve to

improve the situation rather than transform it.
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5.7 Recommendations

Ndhlovu (1993) has commented that the CLT approach and its application to testing is a
fundamental innovation in the South African educational context, and that for it to take
root, equally innovatory implementation strategies must be adopted. These will
necessarily include more intensive strategies for the re-education of teachers by committed
and persuasive facilitators, the building of mutual trust through negotiation and openness
of communication between innovator and agent, and the lowering of the power barriers

between them.

To realise these goals, there is an urgent need for the restoration and re-activation of
reformed in-service and advisory programmes, through which seminars and workshops
can be organised for the empowerment of teachers. During such sessions, teachers should
be given a chance to play an active role in determining the focus of the programmes,
evaluating them and sharing field experience with colleagues. Some of these programmes
will inevitably focus on progress testing issues within the framework of the CA paradigm.
The ultimate goal of the programmes will be to turn teachers into facilitators in their own
right, capable of taking care of the needs of their own school. It is hoped that this
approach, if properly implemented, will help teachers to familiarise themselves with every

new development in the future, e.g. the OBE approach which is just around the corner.

A standing needs survey among schools, universities and colleges will have to be
maintained to ensure output of appropriate teachers in the right numbers. This will serve
to reduce the absurdity of so many qualified teachers teaching outside the area of their
specialisation. To realise this objective the Education Department administration will have
to intervene to ensure that teachers are not employed in posts for which they are not

qualified. Where this has already happened, a cross transfer strategy should be attempted.

It is acknowledged that these are rather idealistic recommendations, given the socio-
cultural, politico-economic and demographic factors that may affect their implementation.
However, it is hoped that a steadfast course of action, based on clarity of purpose,

dedication and perseverence, will lead to some positive results.
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5.8 Limitations of the study

In this section, in the interests of transparency, some of this study’s limitations are

acknowledged.

(a) My position as both HOD and researcher of a situation I was already part of and
the ethical implications it raised, have been referred to in chapter three. It bears
reiterating that this situation imposed certain constraints on me in the final chapter
and wherever else I had to make a critical remark. The awareness of my
commitment to carry this report back to the research subjects has curbed the tone
my critical remarks. It is possible that I have had to refrain from making some
important points in my efforts not to compromise my good working relationships

with the teachers.

(b)  The space and time constraints associated with small-scale, focused studies of this
nature constituted another limitation. During the course of the year, there was a
renewed interest in, emphasis on and call for the implementation of programmes
involving the CA -- continuous assessment and OBE, for example. However, this
new surge came at a time when I had already closed the door on field research and
was busy putting the report together. | For reasons of their timing, my own anxiety
to meet the submission deadline, and space constraints, these interesting areas of
inquiry are not fully addressed in this study. It is hoped, however, that the
problems I have identified as experienced in the implementation of the CA will

inform future studies in this area.
5.9 Areas for further research

This study revealed the disturbing problem of qualified teachers ending up teaching
outside their area of speciality, thus misallocating skills, severely disadvantaging pupils,
and frustrating both the teachers and innovation implementation efforts. A future study
investigating how colleges and universities might coordinate their efforts to ensure quality

and quantity control in their training of educators, and might monitor their proper
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placement, would go a long way toward improving the implementation of important

innovations such as the communicative approach to language progress testing.

All the progress tests analysed were of a written nature only. There was a total lack of
other forms of communicative testing, of the kind recommended by Oller (1979): oral,
listening, reading aloud, conversational, simulation, recognitional, etc. The absence of
any scoring record in the mark schedules referring to these forms of testing confirms the
situation. This serves to illustrate just how far teachers still are from adopting the
communicative approach in language progress testing. A future classroom-based study,
experimenting with some such tests, might help in providing insights as to their

applicability and how they might be incorporated into teachers’ testing programmes.

5.10 Conclusion

The study has illustrated the failure on the part of teachers to apply the CA to their
language progress tests, although the approach has, nominally speaking, been
implemented for twelve years now. The study has also attempted to suggest some possible
reasons: it seems that teachers do not conceptualise the approach in the way that the
syllabus writers intended, and in the face of the enormous constraints of their working
conditions, have translated the little they do know into the terms of the more manageable
traditional approach, so as to be able to carry on with their work. Ndhlovu (1993)
believes that teachers will always react in this way to any innovation that does not easily
lend itself to their understanding. The most urgent challenge facing researchers,
curriculum planners, and all educators, therefore, is always to try to identify agent-related
problems and to devise ways of adjusting the innovation to the agents’ conditions.
Otherwise, at the dawn of the new era of educational transformation in the new South

Africa, it will be futile to introduce new and more sophisticated concepts like OBE.
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WURITE A LETTER OR Ail ESSAY ,

Write an essay of aoout 1 page on
{a)Life in a vig city.
(b)Hy favourite sport.

by a friend.

3

(c)Fooled

(d)}The day ‘everything went wrong.

% Wrifte a letter 1o your ovrotnzr or

Give him or her zlilthz home news.

TOTAL

TALE Lt

HARKS
ZUN -

APPENDIX B
SECTION &
RQUZSTION 1 -

TEST 2/B

D3 HOT WRITE BOTH.

one of the followinyg topics

QUESTION 2

sister who is spending a Tew weexs with friends.

&

. «rite to a {riend descrihing your brother's or sistar's dirthoay.
s Write to the police give full dstails of e accidest that you witnessed.
& (15)
IS SICTION B
QUESTION 1
COMPREHZINSSIOH TEST
There was once a shepherd wao kept his sheep nser the sed, Une very hot day he was
looking at the sza when he tnought how much more pleasent it would be to have a hoat
of his ow and saill fhe seas instead of just looiking. at the sen. lle thought that if
he had a boat he would be much batiter than waistiang his iife looking ofter nis sheapn.
e
\ g therefore zold his flieik of siheep, bought & veat and 2siled avwzy. He had louded
the boat with & cargo of dates. For a time 2il wani well, and nez enjoyed looking at
the beautiful caln smooth sea, and HBER feeling the cooling breezes. The wind then
begam* to dow , st first gently, then more strongly znd Tinzllly a gale blew.
A
This caused the waves to swell smo much that his bedt was in denger of being suzk. To preven
this from happening he made the bost lighters oy thrcwiag the dates overveard. This was’
driven ujon & rock near ties shors wihcre if was ‘broken to pieces. The mon himsels nanaged”
to ezcapsz but it BEY was o very narrow escapc.
s own country wiiere he had to go to thz man who

e Latercn he was able to returs to?

bought his floci: and seek employmeat as a servant. Now whea he loo

not think now calm angd peazeinl

=3

nis friends saw him looking at the se<a and

it loous, but how deceitfull it really

s.VWihen one

[y

said Lo him
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ANWER QUESTIONS IN FULL SENTEHNCES -
l.Wnere was the shercpherd ot the time thoe story opans 7

2.Why did he woni To go to sea ?

=)

3.Whcre did he find the money withwhicn to obuy the bozt and the dates
4.¥hat did he do in order to try Lo save tho ship ?

5.Why did he at first enjoy his voyage ?

6.How did hc 1ater carn his living ?

7.How Co you know whothoer the man had learnt his lesson ?
(14)

QUESTION 2 r
Complete the following sentencos by using the corroct prepogsitions :it, after, for, from,:
in, of} con, to & up. .
1.He walked ...... the steect.
2.They sot ... o rock.
3.This difforent .... that.
4.Do this .... me.
H.Ethel gave it ... nmo.
6.1t is made ...wocod.

BECIION ©

COMFORT HERSELF GERATDINE KAYE

A Why 2t the begining of the npevel is €@omfort running oo fast as possible 7

JWhat 12¢ te this tragedy ? ’
1.What leod te this tr Ay (1)

2.Why was Coafort not with Mhperot when this finppoacd ? (1)

3.Why was Comdfort not with Hagarct when this hnppencd ?

4.Whaat i the nocme of the children®s home to which is trien. (2)

B.MATCH COLUMN A WITH CCLUMN B.
A B

I.Mrs. Mace | (a)was Monte's wifc in Ghona.
I1.Miss Hanker | {(b)wns the ringloader of the childdren ot

P | penfold,

Iii.Efna | (chwis o iaadlady ot Boll plece.
IV.Lethe chomy - | (@) waréen at fvyside courk.
V.Auirt Phyllis [ (2)was 2 soeial worker from the childran's
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APPENDIX B. TEST 3/C2 TYPED VERSION
READ THE FOLLOWING PASSAGE AND ANSWER THE FOLLOWING QUESTIONS
A THE DEATH OF AMID’S FATHER

As they walked towards Amidi’s father’s house, Amid, still in
doubt, strained his ears for women wailing or the singing of
church hymns for the dead. All quiet. He dropped his suitcase
and rushed into his father’s room. His mother was sitting by

the bamboo bed, tending the fire that warmed her husband.

"Papa" he shouted, tears streaming from his eyes. His mother
stood up and embraced him. She too was...[illegible]. " My
dear son, you can not imagine my joy to see you back. Satan
...[illegible] a big temptation on us, but by the power of the
almighty God above, we shall conquer ...[illegible]l. In the

name of Jesus, we shall conguer."

When she released him, Amid bent down to touch his sick

...[illegible]. His eyes were open. He was still alive. He

...[1illegible] at his son for a while as if he could not

recognise him. "Papa it’s me. It’s Amadi" [gic] His mouth

slowly opened. "Amadi - when did you return?" He spoke in

.[illegiblel. "Just now, sir ...[illegible]. "Who asked you
to return"? he continued ... [illegible] Amadi’s mother
replied... [illegible] ... [illegible] Do you forget so quickly?
Don’t you ...[illegible] you asked the teacher to go to the

university to bring him back...[illegible]

"Oh - it is... [illegible] ... ...[illegible] that followed
frightened Amadi ... [illegible] It lasted for a full minute,
and each time he ...[illegible] Amadi ... [illegible] he would
cough out his heart. When his breathing returned to normal, he
opened his eyes again and ... [illegible] at Amadi. "Amadi" he
called. "Sir" ... [omission] "How is your wife?"
...[omission]. ...[illegible] this question his face became
...[illegible] and his eyes more prominent. "I am not married,
sir; I did not marry that girl," ... [omission]. The tense face
relaxed, giving way to a smile of relief. ...[illegible] and

mother looked at the sick man in expectation. "If I die now, I

121
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shall be happy." ...[omission] "You have started talking
...[illegible] again," interrupted Amadi’s mother.

.[illegible] I have told you will not die," ...[illegible].
The ...[illegible] went on speaking ...[omission] each word
dragged painfully ... ... ... [many illegible words]. "Amadi,
I am glad ... ... ... ... [many illegible words and

punctuation marks] my own son could not do such a thing. But

promise me that you will marry Nwakaego and I shall give you

all my last blessing and ... ..... ...... .... [many illegible
words] . "Papa, what are you saying?" ... [omission]. "Have you
promised?" ... ... [omission].

His mother looked at him pleadingly. " My son please promise

him; Do [sic] anything that will save his life."

...[omission]. "Yes sir, I promise,"... [omigsion]. Again the
words came slowly and painfully, with long ....[illegible]
between each word. " I am now happy. Very happy. if I

.[dillegible] ... [illegible] I shall lie guiet in my grave
and not ... ... ... ... [many illegible words] whether you
have married a stranger or a girl from ... ... ... [many

illegible words] me your hand. Your mother knows I am not

owing anybody anything. She knows all my property, all my
land. God bless you and Nwakaego... ... ... [four illegible

lines over the page].

Answer the ... ... ... [1llegible instructions].

What was Amid’s work?

2. What was ... ... ... [many illegible words]. and his
father?

3 What was the mother doing when he arrived?

4. What did ... ... ... [many illegible words] seeing him?

5 [whole guestion illegible].

6 [whole guestion illegible] .

7. Did he recognise Amadi immediately?

N.B. all guestions were written on chalk board because of

their illegibility.
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SECTION A
1. COMPREHENSION

Mayengeni had a paich of mealies in

2

high krans. In spite of his watchfulness, the baboonhs which 1iveld in the

Ipans colttinuel To »aid the Ti21d, Than Lz RIT upo Sl

i Gny, au dusle Tell e wand Jows To o tha Ti2ld, halidng wit in PN
withiont The s2icl, @l e pockiet Tull of ary Tlwn, Froonp Uh pilig WiIT
Wil Wil woal l DA Toto Tk Z : SIo=luat. T
T el Taws] omon s ToEhen ooversl T Wil witl. the grass.
QUESTIONS

(a) Wwhat did Mayengeni take with him to the field ?

{b) What did Mayengeni use to make a slip - knot*?

(c) Where was Mayengeni patch of mealies ?

(@) Where did the baboons live 7

(e) What plan did Mayengeni made to hit upon the baboons ? (2x5=10)

2. Write a letter to your grandfather and grandmother, thanking them for
a pleasant holiday you have spent with them (20)

3. Change the following sentences into indirect speech.

(a)"I spoke to them yesterday" Said the boy to his teacher.
(b)"8hould I take my books with me everyday ?"Mary asked Joan.
(c) My friend said; "My wife always drinks coffee for breakfast"
(d)"I hoped it would not rain" George said

(e)"Fire" The officer ordered the solders. (2x5 €10)

4, Begin the following sentences with the underlined words.

1. The teacher chooses the team.

2. The snake was swallowing the rat.

3. The police have caught the thief.

4. I shall built the wall.

5. The elephant trampled him to death. (2x5 = 10)



APPENDIX B. IEST H,

132

5.Join the following sentences with the conjuctions in brackets
e.g 1 calied him. He did not hear me (but) '«
7 I called him but he did not hear me
1. Tefo milked the cows Thabo fed the pigs (and)
2. Please hurny. You will be late (or)
3. Bukiwe, Buyiswa could do the sum ( neither,nor)
4. The baboons must have seen us. Hee was killed by his enemies (and)
{(2x5 = 10)

SBCTION B

COMFORT HERSELF BY GERALDINE KAYE

1. Define the following terms car
1. air hostess

2. paddington

3. pidgin

4. achimota

5. bougain villaea (2x5 = 10)

GIVE ONE WORD ONLY
2. (a) what is the name of the airpot in London and in Ghanp
(b) In which tribe did Maute belong.
(c) State thungs that were new in Comfort, that were done in Ghanp
(d) who is Mantes wife ?
(e) where did they live ?
(f) In which school was Mante educated ?
(g) ¥ho was Mantes Steward.
(h) what was Mante, and Efuas work.
(2x10 =20)

3 Answer the following question

1. Efua was not working when comfort arrived in Ghanp. Give the reason why ?

2. What was the main quarrel between John and Efua B
3. Nobody can live on one salary any more, so I"1ll see you tomorrow.

(a) who said these words ?
(b} To whom ?
(c) WHY ? (2x5 = 10)
TOTAL MARKS = 100
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) “akiovabloe £} thenest

=y T334 3 Y eonahlo

21} La.Vie.lS":\d L7 Loeiphliad &2

i) ciite 1) ceonspicuous
nYy pure o) obedient .

f15/

CRATS. {FUTUIE TENSEZ)

1. At the mement John (study)

BiYie

N
.

of it
3. Wact {you =

a4, Lok

an)

e (run)

5. Goodbye | I (leave),

QUESTICH 2

Tenight I (toik) to

{nsic) me feel

hare but one day he lifizc of a rish

"
o]
NS
jey
[v]
o
I
e}
bt
o

the most Lesmtiful gird the very thought
sxclited.
{zet) intc troublo

He {soon + win) races

with thet knife 7 You

berutifully

vne of these dnys.

s

for his country.

tut I {(write} to you.

~

It
”

<
-y,

CH TO HEPLACE THE UNDERLINED EXPRESSION.

schrol twelve times on hour {{every minutes).

HAYE SHORT FIPLRESSH
e.g. £ us posses the
i.e. every five minules.

i. The troins
2. HMr. Bai

fe
&t

3. The earth makes

4. Ue have on

5. The sun is cwerheaé the cquator twice &

QUESTION 4
CHO{SE 71 MOSY SuY
n) A good teacher

demonstrente,

o
St

& bhurn czuscs

Perfect ho

cyi took =

cEom

town th:co tw DE an

hour {every

now breath ten seconds)

times a minutz{ every

= complote turn cnce 2 dey (every hcur)

cnee o quatirer {every months)
Vev“

{every ___ HMunth)

/10/

THBLE WG 1H CHPLETE EACH SENUFNER.

BUATKRTSTO C

can alwoys e whi~t he Mhts the c¢irss to o, (exprgerate,
transfer, resound)
o roin. {rkward, passicnate, intenss, preminent)
winess is =2f{n) , never a reality.{rroject, miracle, creéit

(o]
et

ideni)
é) peonle

— bt

indipmeant,;idend

-

€) Zvery pridiem hr

are doterminet ot hecome rich and

s S s

imprrtont. (ambiticus,

L
» Drominend)

g o

& o nueheref different {nsrects, ritubes)

o et 2ty /167

eiicks,

b
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SID & ENGTISH STCOND TATGUAGE

TTIZ: 1HOUT FARKS : 100
READ THE TOTTO TG ARTICIE CAREFUTTY AFD ANTUER ATY THZ QUESTIONS WEICH
FOLIOW, . ‘

ATLCOHOL ABUSI~A TEENAGE DISEALE?
It was two o'clock in the norning when a versistent knock on the door woke
_L.

her up,Thinking 1t was Danny who nust forgotte
got up.She noticed how late it was and decided to have a serious talk with

rn his key at home ;his mother
him about coming in at that houriShe open2d the dcor rather abruptly.her
anger imnedictely turned into fear when che saw that 1t wasn't Denny.Withou-
waiting for her to invite hin in,the police officer began speaking in a gras
voice. ‘
"Are you Danny's nother?"She just mnodded but raw fear gripped at her sides.

L

“lirs Sithole,Xl'nweally sorry to have to tell you that your son hws bebn
involved in a car accident.We believe he "ﬁs uncer the influence of altohol’
She wasn't lisi tening any further,SObs of aﬂéof, pain ah& guilt radk°d her_
body.Her Danny, oaly 17.so strong, so fuli of life.For what CTATED . T o e e s
Alcohol abuse, T - |

THE TEEUAGER VITH AT ATCOHOL P03 T, ‘ R e

"That's me , Danny Sithole; but I an also the luckiest young man on this eart?

I have survived a serious car accident.After months in hospital and a clinic
for alcohol addicts;I an ready to start a new life—a life free of alcohol.

I have learnt iy lesson the hard way.lT tock e & car accident to teach

me that ny life is too valuable to spend so intoxicated that I anm not aware
of what is happesning aroung ne.Il have reas that alcohol is the lsading
cause of death among young people between the ages of 16 and 34 by far
outwelghing eny other drug oxr illness.lioreand more teecnagers are drinking
and nore and more are 4dying as a result of oi.cohol abuse.

Why did I stert Jrinking?.Ignorance is the nein reason,I suppose,ldid not
know that it cctually affects both mind and body,I watched ﬂj’Irlepds gettir
drunk over weekends,after school and sometines even during school hours,
I thought that there could be no harm in drinking if everyone else was
doing it.

The personel at the clinic told me that alcchol couses brain cells to die
off and that ‘nsan 1ity,cancer and importence are all directly cauesed by

alecchol abuse.Ther zupported e ;but they w very strict.Alcchol abuse is

ny

ere
disease and anyone with a disease should not resist professional help.
I an in netric this year and I an studying hord To pass at the end of the

Vo

year.There are c¢orys when I feel like a drinit,lays when I feel depressed

]

because I waint To go to vniversitry,but ny ot

e cannot afford to send e @
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SR CRTACRE S SOl L ILELION S WE LD LoD a0 nr i msg el SO Dmrrvh s
/2/ e
I an conv inced vhat 1 will be able to go to vaiversity if I evudy herd,
I dic¢ not survive that ue““lulo car accident ©o peryish on the streets-I
know I an brizht and that I can succeed, ‘
QUESILONS
1.Revirite vle Following words in plural foitg
I)car acc idert I university 1T )nolice officer IVyillnes
2.Use ecach of £ the following words i youxr owa sentences 1o arcve That
you lmncw and widerstand their ricaningsy
1)dlsease~ueoe,sod iijusc—abuse iii)imnorvence-importance
iv)personnel-peirsonal (12)
GUB-TIONZ '
hange the follewing into indirect speech.
1. Chake S“il,”i will see the whte nen tonerrow Horing.
2,1zilikezi said, Ve arrived here lagt year. (14)
CUESTIOL 3
Punctuote she Followi ng cerrectly.
1.britain containg three countrlep england wales and scotland
2.ireland has a cepital of its‘ovnAaunwlr oo o T
QUESTTONA— | - o ’ '
Give the correct tense of the following verbs in brackets below,

1.4t the wonent John (study)hard, but one Gay le (live) the 1ife of a rich
TS . ’
2.Tonight I (421k) to the nost beatiful girl in the world,the very thought
of ake) ne Tocl excited. | '
QUESTICN 5 _

CHCC3E CONECT W0DD FRO. THOSE IFN SRACIETD.

1.Each boy (get,zets) a cake.

2,You (deesn'®,don 't )imow your worh.'

3.0y (isn't,f®arefh't)every pupil in the classroon?

4,There (is,ars)a Tew =pples on the tree, -

5.The basket of vegetables (is,are)in the lritchen, 5

QUESTION 6
iﬁ&VﬂzﬁﬁﬂQL prsiany

HIRSELT
L_q'.‘.J.LJ

C\/l;.L‘ .u..J. .

a2t Fenfold Grinr" gave h

[achtd

Then Conmfort arived
2 Why
3.Tettie Stanp said she is

Sy

was Comfort on exception to the children o

2llowed into the

v

ohurohvard uncer
are those reagons?
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/3/
4,VWhich femily in Penfoldwaes the poorest?How ¢o we know?
5.Which fanily was the richest?How do we know?
6.There was a quarrel or nisunderstanding between Lettie and Confort.Explai
this in full.
TeWith whom &id Confort go bean-picking?
8.Granny cane and disturbed the bean-piclking.hy? /20/

POZTRY QUEST
ThHe parts of take yvou're very sure

Are take and tock and taken;
Yet bhake is very wrong
As bake,book;bakenn
1e.Gilve the title of this poen.
2,Who is the post?
3.How do we lmow?
Guestion 6D
Through the house what busy joy,
Just.because the infant boy has a tiny ftocth to show
T have got a double row all am white and as small
1eFve the title of this moenm .
2.Give i)the synonym of joy.
ii)the antonym of joy.
3.Give 3 couparisons found in this poemn,
GRAND TOTAL 100 g ‘
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sw:8 . MARKS: 100
“ TT-ENGLISH TEST:

QUESTION: 1
COMPREHENSION:~

* The leopard {Look,the lecpard & There !On the rock belowi®™
Jim shot the words out,chocky-with excitementjand true enough,there -thg leocpard wes,The
long ,spotted body was crouched on a flat rock just below the baboons.He was broadside to
us,with his forequaters slightly raised and his face turned towards the baboons .With wide.
opened mouth he snarled savagely at the advancing line and,with right paw raised,he made
. threataning dnhs in their direction.His left paw pinned down the body of a baboan.

The voices from the mountain boomed louder emd noarer as,clattering’ and scrembling dovn the
face ,came more and more banoons.There must have been hundreds of them;the semicircle grew
shicker and blacker,more and more threatening,cvr cloger.The lecpard reicod himgelf a little
more, taking swift looks from side to side across the advancing front}ﬂmen his nerve went,and
with one jump he shot from the rock into the bush.

There was an instant forward rush of the half moon,and the rock was dévered with roaring
bawmsmuingmtbeureswedcmademthtermeawumhleduptheslwe

again taking the leopard's victim with them.In that seething rabble I could Pi.ck Out nothiv
by two others,much as a chld mght be helped uphill.
AP ey (Adapted from "Jock of the Bushveld)
A) How did the leopard kngw that it wes in danger? ... . . ...
B) How did the leopard escape? . . |
C) How.did the baboon take their comrade vith then'?
D) Who was the first to sec the leopard'? . L Nt Wit e eB L e et e g
E) Who could not see what happened after the. leo;;ard had fled?.
F) who was exactly what happened after the leopard had fled?

G) In what directiop were the boboons movingwhen, the people firgt saw

R
H) How gdo we know that there were more than ten baboons? . - \
I) why were the baboons so angry? .. ... ... . e e e e mmnr o
J) Where was_ the leopard when first seen by the people? R R

soteoon et CQURSTION:2

CHANGE -THE 'FOLLOWING SENTENCES ‘INTO THE PRESENT OR PAST CONTINUOUS TENSE: @ « i
i. The long’ jspotted budy was crouched cn a flat rock just belov -the - baboons.
“ii.The ‘voices from the mountain bool louder-and nearer. Tl A : S :
iii.The leopard raised himself a‘little more,taking swift looks from side to sida. W g
iv. A8 moment later the crowd scrambles up the slope again.

4 A TIrlalas L ceseseeld
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QUESTION:3

BEGIN THE FOLLOWING SENTENCES WITH THE UNDERLINED WORDS:~

1. Zulu killed the snake.

2. The teacher chooses the train.

3. Nomsa is ironing THE DRESS.

4. Gale has washed the dishes.

5. I shall built the wall.

6. ELECTRICITY DRIVES THE TRAIN.

7. The wind blew the trees.

98.The workmen are digging A trench.

~ 9. The whole class will read the book,
10.Musidi cleared the table.

_ QUESTION: 4
CHANGE THE FOLLOWING SENTENCES INTO INDIRECT SPEECH.

1. Close the door, he told me? it
' é. Stand firm",the captain commanded his men,

3. Do the work,he orderdd them.

4. Do not leave me behind,he begged us.

5. Post the letter for me,she asked Demnis.

SR IR FOLD W WL LNLSRL IR Wi
FTHrt S
i i = IS TES M

AL E

133
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COMFORT HERSELF BY GERALDIME KAYE

Name two things that were done in Penfold and were new to Comfort (4)

Describe the building of the school in Penfold as defined by Geraldine Kaye (4)
State things that were done by children after school to show that they were
happy (2)

Give the meaning of the following words:-

a) Stare -

b) Rector

c) Kitten ) o
d) Murmured *

e) Shyness (1 x5) =5

3. Weao 'z v . in cn macter . e 1 (2)

Who is the main chacter in this book ?
Why do you say he/she is the main chacter ? (2)

What lesson do you learn from this book ? (1)

/20/
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G.P.LG 20783

140
CO/ET 42 (v)

OPSOMMING VAN TOETSE, EXSAMENS EN Mi MORANDA
SUMMARY OF TESTS, EXAMINATIONS AND Mt MIORANDA

(Heg relevante afskrifte aan)
(Attach relevant copies)

Vaken St
Subject and Std
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APPENDIX B TEST L2-TYPED VERSION

STD. Eight English
CUMULATIVE REVISION TEST

(Prescribed book) - Comfort herself

1. Explain fully how Margaret died (chapter 1).
Discuss all that Comfort did after that incidence till
she arrived at Bell-...{illegible} (chapter 1).
3. Give a clear picture of their flat at Bellplace (chapter
1).
Give the condition of that flat.
Write important incidence at Iyyside court (chapter 2).

Discusgss all incidence in Penfold (chapter 3).

<oy Ul b

Discuss the families in Penfold and their conditions,
i.e. Bartons, Davis & Watkins.
8. Discuss Comfort’s stay at Hillside Estate till her
departure with aunt Ata.

9. Discuss her journey with aunt Ata to ... [illegible].
10. Give all the family members living in the compound with
grand mother.

[ (10x10)= 100]
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USED BY TEACHERS RESEARCHED IN THE STUDY

APPENDIX D

MARKING GRID

ENGLISH & AFRIKAANS DISTRIBUTION OF MARKS.-

Std 6,7 & 8
ESSAY TOTAL= 50 Marks
Language 10
Spelling 10
Punctuation 10
Content 20
. LETTER TOTAL= 50 Marks
Address 5
Salutation 3
Body 40
Conclusion 2
std 9 70 Marks (ESSAY) !

Language 10
Spelling 10
’1
Punctuation 10 i
Content 40 | '
o
LETTER : (30 Marky) \% |
. N
b
Address L ;
Salutation “ ¢
Body 20 !5
Conclusion 2

148
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MARKING GRID APPLIED UNDER CA to L2 TESTING
<j///
/

. . A B c . D E F G H
Composition 7056 © 5549 ¢ | 4g4z <[ 43 = 328 < 2 T S U N Y
Letters . - 3024 L s B T T e IR L L 1412 - 19 6 L soi

20-16 [5-14 [3-12 11-10 9.8 75 ) 39
CONTENT B 4 76 O N LN 4.3 32 2. 10
. Depth: substance; impressive meaty - some adequate | insubstantial thin shallow empty
knowledge : Substaah've, | subsancs '
. In_xen:n; originality; riveting stimulatng interesting a glimmer- predicable trite . Jdull void
{_insight M,/ _.fnu_gm..l AClvall Cowund, uciopkadle loose Q. inage, (ecd  ledvaes
: f‘cﬁ'cA.\'ISAn%;ﬁ"’"_“ 16.13 1211 10 | 4 76 |V sJ | e3 20 7

, - 7-6 s Sed 43 3 32 2-1 1-0

Coherence; fluency - | impressive clear & quite some some confusing presty .
: : obvious fluent coherent® lapses confusion meaningless | T
Cohesion obvious present | some few | nomarkess | no markers | no marikess | wrong
markers markers markers ;
Structure; . intelligent well | mainidexs | signsof " loosely disorganised | incoherent wo
organisation organised | stand out | sequencing |, organised : litle
. to e
{ organise q
Paragraphing | . I F e . o o 7
-{ntroduttion & sidltful .- good - seasible 1 “some 7’| - unhelpful failey; o
/ conclugion . suiking S ~ eontol illogical ) \\ > :
-topics - ' B ) i
-unity - . .
VOCABULARY . 1613 12-11 10 98 7-6 5 4-3 20

N 7-6 . .5 54 4-3 3 2 21 -0 ¢
Raoge; depth; aptness; | exceptional very good good . average B weak poor * _’tdixm:l_ nothing ﬁ
sophlistication: : o there #
Register spot on appropriate acceptable | tome lapses |. inappropriate |-unzcceptable | no idea gt | g

' , al !
Word form -+ * fauitess - | 7 minor- few errors | some exrors | . poor control | eveén worse mangled  |—, '
L lapse/s : ) o 5

- 7
LANGUAGE USE 18-15 14-13 12-11 10-9 8 7-6 54 3-0 5
_ 8.7 6 S 5 4-3 -3 2} 20 ¢
Sentente structure variety used variety some | -simple, - | . . séveral - majot “hoidea | ______5%
* effectively used well complex, | ussd well; - errors errors : £
used weil. | no complex/ ;
ST fhdhy 5
complex ¥
Errors - virtually few some errors several frequent dominated erarsy '
error free serious - but meaning errors errors; by errors; reader it |o———s’
: errors clear but meaning {  meaning meaning meaningless i
0.K. affected obscured ' N 3

.o

1. 'Each piece of writing is given four marks - one each for content, organfsation, vocabulary and. language use,

with maximums of 20, 16 16 and 18 respectively for the compesition and 8, 7, 7 and 8 for the letter or other

\ gask.

2. It is not possible %o pay full attention to both content and expression at the same time.
writing must therefore be read twice holistically and quite rapidly both times.

Each piece of

the front cover,

_M:er the first reading give marks for content and organfsation and after the second reading for vocabulary
- and ‘languige use. -

Write these marks top right on the first page of each section 2nd transfer the total to

4. FRar<ar responses to key features .of writing under all fcur’héadfr;gs should be shown fn red using symbals in
.question mark for purzlement and L for an error of language anc
',

conmon use such-as a tick for appraval, a
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SAMPLE OF MARKED SQRIPT
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SAMPLE OF MARKED SCRIPT _

&)MQH
Gy
B Secavpge 55 il p?s ‘ ,
25 / Aer weorct %/Z{’e oo 220 %k/ér &D&)
20 Licause /%7%5 Aol erpeceira ape / //;//%
24 /mm A be el Noper dockly A 1

25 Mr/ R

2y 4y éiw / / o
a5, M plnker

S 2 w@// | o

/ jl’ 4« oF lewe A 4 /
2. j/ W%’ / &= nw S S

w Y o s «.\..pnuyw.@".u -,

Sl

A__&k 7/@ /_%:t/ﬂ%\j_/n, Adeir
; ad Ipz/ <

_ 77¢. At/éne fome_% 2 %Z S




_APPENDIX F 162
f SAMPLE OF MARKED SCRIPT
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SAMPLE OF MARKED SCRIPT
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sample ofmarked script

I Hlenr Aueold Lieos stee/«(rﬁ redean bore e

%Aug]ﬂ ot flee Untverstly SO
- \QQ«EL e atNed MZvove N3g Qeateea o coat
S hamn

S \Q$\g;\_\JE> DA NN @) \Jhxv\\jﬁg \»&a\ara(§
A TS e \«J&;J%zkk—ea

AL M e Mo Tew) L el Q{ﬁ‘ééQaﬁx

Mo Reveram o Ly jafher Bre $>nuJu3.»~*rL¢ra(
¢ Wlen e oled Le ias +&H‘$\g @wg Tom

- meg%\b“\_%\ _ \p
Fracols L hes '73Cix3rt§hyﬁgw1«§mﬂ,
/0»6@7@/@@&@%%3 W@reg«»pjwkjdemég,
/7L(, i%x{ ore MO j1u2§ @ reche

? M%%’ Mofiers at (coked feod
s lom (oredBR e dest gwgf

QEXEQ_X\CDVVES o

_ S%\J\E5€u;&jdéb¢i. Cgczwx\j> < QN{ﬁ&szsjE§%<¥§€>



APPENDIX g

-156

CO/ET 42(1)

MARX SCHEDULE CLASS 1 . eevicanncen
QUATER % . eeueevenevconncenannes suBJECT: . RIL Gl aM...
- L 2.2 w5 b -
DATE  f veeeeeeenconceaionans } { ' j%
TOTAL % veveeeonncncacaceanns ; , \
PASS MARK «eevvvnvevnennnn ‘? 3 84 | 0
1. Brey 7 a | sil sl lwolre 1
2. v & a | wh 47 w2
3. Bubhzn o o | 2 5¢ G G —
Vo ARN M e | olala |acllbs
5. BioNaewe N _l20:593a  _\ptl1rai ||
6. GEoRGe W L 21 153] & i3] 1 ] B
7. GOokoma ™ L a 122183 | 4ol R0
¢ _YEMA N ta 138362, 501)3¢
9. TTON &y - : al aia ala ) ]
10, Kiveamns N @ilaizol 120188 |
1. WLARG L & 03 a 72211753 1 S NN I T —
12.  Konbwe 5 31621751 _leo 1281 .
3. RuBALg B & 51170 S0 19t} ] -
14.  NMamenu N 2y e &) )]
5. Malwnsr N N/RETE AR5 )
16. © Maminwnwege W a |6l bl B _
17.  WAYuwmza L Q (3 | 50]_ 1ufires e
8. °  WMaNw N 23 13214F ¥o\ %0 R
19. MaANA . & ia 2%5 a 120 Yoy 1.
20 MBEzw_ v 132 l4o0iss| |67k .
2. W®oigxnh M oy 145l a | lyo iy
2. Mudomve B ) al%leol  i4ilpgl | -
23.  IVNAYMANS Y @291 %| |50 13|
24, Mooy o lagslFo ) 135 lse b4 d b
25, NIYMALERA 1N al.al.a Xl & _
2. __MPawua RSO % 71 X N 1% 3 W s P —
27.  WNago W@ 139 4 150133 .
8. Nazg M_ 3% 66: 7 561203)
9. Nazo Mrobol |24 §0] 21 155133 I .
so. Wewewa S (W (8T leo {195 4oL I N B
TOTAL MARKS . e.eeevcecacesnens
NUMBER OF PUPILS cceevecscaans
AVERAGE MAMK .cveveecavacacans
AVERAGE % eeeveccscssssecsscae !
SIS SR NN SN SN SUUS SN SN R FUNE -

e



APPENDIX G 457

CO/ET 42(1)

A
MARK  SCHEDULE CLASS : - P eeennnnn.
QUATER % weeeenensnanncascenan SUBJECT: .E&\.C.A.Lr\.?”’.!t.

7/2/ %'4:.‘ ..... ..54(9‘

]

TOTAL % seevecencannenconannd
PASS MARK +evvevennennenonannns

e Jd - ST SOV ST

. NompRwan b a 49l # | 501140

2. Nomvaryvortt N 729 ) 53 149 1/69
PLANTT S L a | 3F

_Quuza ™M 23\l & w Lo
. BAFAN ) 9 175:3¢ | 13 1Ri 1 | L
- 1.5 A S 22 |2¢

-
.
-
-

T
3
e

|
i
|
l
I

S Funsa
Hrvo
SrhAabe

10. Cjox\(\x\\_\u

. Sovoiaw

12. HONANTZA

1B, STUWRMAN

. T RVIE

15. W roldiE™y

6. WNT Boon

17. b vyoeL,

8. AuNbuLu

19. Yo SANA

122 |2 4 |

(23151 {2y 9469 , ]
L7 128560 G131
2F1svis | ug| ey o
L NE AN §3 0 13% ]
a s

5
6
7
£

9

zip 1213 1z 3

f
!
i

163 e 150 9]

R N /=R B,

(N?U‘ZU“ZU‘Z

23.
- Rt T e ]
24
= - ———— RO SR SHUEPUI SPUP bereomm aee e L B B S B ] SRR
25. .
~ —_— e Bl S SRR e
26.
pbeh P e S SN PR - - ~= -
27. } £ N
' A S DU - ___._’__..MI_-._._._ SR ST SIS |
28. { ‘
e + ,_+_ - - ‘e ‘,__..-___..*
.Z-S- [OOSR SIS NIPAUPUNIY SAPISU WOUINPUPN SENPSUI SPNUI S - - e o}

30..

eSS - - R B PRSI, e o JORN N

TOTAL HARKS....... e eeeeeeens 559119782050  RicC|{830

AVERAGE MAKK vevevenonenncenns 110.963¢ 4 40 43742 37
AVERAGE % evevevevvvocccannnes b Q«X Kb 40 3D




APPENDIX H

RHODES UNIVERSITY - ARTS FACULTY

RESEARCH PROJECT COMPONENT (ELT)

RESEARCHER - J. SSEMAKALU

QUESTIONNAIRE/SCHEDULE FOR GRADE TEN ENGLISH LANGUAGE

TEACHERS

R

SECTION 1. Ry

Part of the M.A. course in English Language Teaching (ELT) offered by Rhodes
University (Grahamstown) requires that students conduct a mini-research project in an
area of their choice. The classroom practitioner’s uncertainities regarding practical issues
In communicative language testing have inspired me to focus my research on: "a case
study of the implementation of the Communicative Approach to testing, in language
progress tests in one secondary school in the Alexandria circuit of the Eastern cape
Department of Education." It is hoped that the findings of the study will be of at least
some modest benefit, not only in lowering the anxieties of teachers but also providing
a practical guide to facilitators and subject advisers in planning appropriate
empowerment or development courses for their teachers. Your co-operation in

completing this questionnaire in highly appreciated and your contribution invaluable.

SECTION II.

INSTRUCTIONS:

1. You don’t need to write your name on the questionnaire; the
information provided will be used anonymously and strictly
confidentially.

2. Please answer all questions.

3. Please write your answers in the spaces provided.
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SECTION IiI

SECTION HI A. GENERAL INFORMATION

2. Highest qualification in English: (e.g. S.T.D.,P.T.D.,P.T.C. English I, II,
ITI, Practical English, Special English etc.)

3. Number of years of teaching experience: ........................
4. Number of years of experience in teaching English: .............
5. Fill in information about your teaching subjects and load
subjects offered grade groups | total no. of pupils weekly load
6 What other standard have you taught English in the past?:..........

SECTION III B - TEACHING MATERIALS

Please fill in only where applicable. Leave blank where not applicable.

What prescribed and reference books do you use to teaching the following compgnents

of English? (Give titles only). 1
\
1 Grammar
(1) e,
(1) et e,

................................................................

................................................................
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other materials:

Novels and/or Plays:

................................................................

.................................................................

................................................................

................................................................

................................................................

................................................................
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APPENDIX T.

RHODES UNIVERSITY - ARTS FACULTY
M.A. (E.L.T.) RESEARCH PROJECT COMPONENT
RESEARCHER J. SSEMAKALY
LIST OF OFFICIAL DOCUMENTS EXAMINED ANALYZED IN THIS STUDY

1. The Interim Core Syllabus - English Second Language:
Higher, Standard and Lower Grade. Implemented January 1996.

2. The Guideline Document for Communicative Language Teaching:

Teachers’ Guide. . -y



APPENDIX J.

RHODES UNIVERSITY - ARTS FACULTY
M.A (E.L.T.) RESEARCH PROJECT COMPONENT
RESEARCHER J. SSEMAKALU
INTERVIEW GUIDE SCHEDULE WITH SUBJECT ADVISER - ENGLISH.

The following questions will serve only serve as a guide
schedule. The questions will remain as open-ended as possible and
the order in which they will be asked will be determined by field

circumstances.

1 Would you please like to provide me with information about

K3

your academic qualifications?

2. Would you also volunteer information about your
professional qualifications?
How long have you served as a subjéct adviser - English?
In what capacity or capacities did you serve before you
became a subject adviser?

5. What do you consider to be the most important factor which
influenced your appointment as a subject adviser?

6. What formgl procedures are followed in the appointment of
a subject adviser?

7. What is the job description of the subject adviser?
How did you get yourself acquainted with the demands of
your new appointment?
How many schools fall under your supervision?

10. How long does it take you to cover all the schools under
your service area-?

11. What language areas have you focused on in your programmes
in the last few or so years?

12. What classes have you been mainly concerned with?

13. What is the attitude of your teachers with relation to the
Communicative Approach to testing?

14. What other facilitator programs are servicing your area?

15. To what extent is your work as a subject adviser related to

that of other facilitator programs?
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APPENDIX J.

RHODES UNIVERSITY - ARTS FACULTY
M.A (E.L,.T.) RESEARCH PROJECT COMPONENT
RESEARCHER J. SSEMAKALU
INTERVIEW GUIDE SCHEDULE WITH SUBJECT ADVISER - ENGLISH.

The following questions will serve only serve as a guide
schedule. The questions will remain as open-ended as possible and
the order in which they will be asked will be determined by field

circumstances.

1 Would you please like to provide me with information about

. o

*

your academic qualifications?

2. Would  vyou also volunteer  information  about your
professional qualifications?
How long have you served as a subject adviser - English?

4, In what capacity or capacities did you serve before you
became a subject adviser?

5. What do you considéf to be the most important factor which
influenced your appointment as a subject adviser?

6. What formal procedures are followed in the appointment of
a subject adviser?

7. What is the job description of the subject adviser?
How did you get yourself acquainted with the demands of
your new appointment?
How many schools fall under your supervision?

10. How long does it take you to cover all the schools under
your service area?

11. What language areas have you focused on in your programmes
in the last few or so years?

12. What classes have you been mainly concerned with?

13. What is the attitude of your teachers with relation to the
Communicative Approach to testing?

14. What other facilitator programs are servicing your area?

15. To what extent is your work as a subject adviser related to

that of other facilitator programs?
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RHODES UNIVERSITY - ARTS FACULTY
M.A (E.L.T.) RESEARCH PROJECT COMPONENT
RESEARCHER J. SSEMAKALU
INTERVIEW GUIDE SCHEDULE WITH SUBJECT ADVISER - ENGLISH.

The following questions will serve only serve as a guide
schedule. The questions will remain as open-ended as possible and
the order in which they will be asked will be determined by field

circumstances.

1 Would you please like to provide me-wjth information about
your academic qualifications? )

2. Would  you also volunteer information  about your
professional qualifications?
How long have you served as a subject adviser - English?
In what capacity or capacities did you serve before you
became a subject adviser?

5. What do you consider to be the most important factor which
influenced your appointment as a subject adviser?

6. What formal procedures are followed in the appointment of
a subject adviser?
What is the job description of the subject adviser?
How did you get yourself acquainted with the demands of
your new appointment?

9. How many schools fall under your supervision?

10. How long does it take you to cover all the schools under
your service area?

11. What language areas have you focused on in your programmes
in the last few or so years?

12. What classes have you been mainly concerned with?

13. What is the attitude of your teachers with relation to the
Communicative Approach to testing?

14. What other facilitator programs are servicing your area?

15. To what extent is your work as a subject adviser related to

that of other facilitator programs?
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APPENDIX K.

RHODES UNIVERSITY - ARTS FACULTY

M.A(E.L.T) RESEARCH PROJECT COMPONENT

RESEARCHER : J. SSEMAKALU

INTERVIEW GUIDE SCHEDULE WITH GRADE TEN TEACHERS

The following questions will serve only as a guide schedule. The questions will remain

as open as possible, and the order will be determined by field circumstances. The points

enclosed in brackets are for the benefit of the interviewer, to help him where need be,

to reformulate questions, formulate probing quéstions, and maintain the thread of the

interview.

1. How do you evaluate your pupils’ progress?

2. How regularly do you give a progress test?

3. Do you do any continuous evaluation?

4. If the answer in No.2 is yes - What kinds of continuous evaluation do you use?

(e.g. assessment of oral communication, listening, and reading skills; assessment

of pair and small group projects/ assignments).

How regularly do you do continuous evaluation?

Which of the following official Departmental documents have you read:

(a) The English Second Language Syllabus implemented in 1996,

(b) The Guidelines on the Communicative Language Teaching approach,

© The Department of Education and Culture Circular No. 57/95 and the
guideline document on continuous evaluation.

Do you find each of the above mentioned documents you have read clear and

easy to understand? In what ways,ifany, do you find them useful in as

far as the Communicative Approach to language testing is concerned?

After some time working as a language teacher now, how do you feel about the

quality of the pre-service training you received in communicative language

evaluation?
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10.

11.
12.
13.
14.
15.

16.

What empowerment in-service programmes on Communicative Language Testing,
if any, have you been involved in this year (e.g. subject committee and
departmental  discussions, in-service courses by subject advisers and/or
facilitators?)

To what extent, if any, do you think communicative language evaluation issues are
addressed by the in-service programmes mentioned in and 7 ?

What guidelines do you use in constructing tests for your pupils, (e.g. past papers,
the work covered previously, the skills to be tested etc?)

How do you find the task of allocating marks to questions?

What criteria do you follow in determining the duration of tests?

What would you say about the way pupils use the time allocated them in the test?
What do you do with the scores of language progress tests?

From the point of view of the pupil and the teacher, what is your general opinion
about language progress testing?

What general comment would you, make about the applicability of the CA to

language testing to your working conditions?
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OQut of all the eleven (11) samples of questin papers examined in this

study, the following were the only assey and short piece of writing

topics in which the pupils could deal with language at discourse level.

All of them come from only two question paper: test 2 (app.B), and
test 4 (app. B).

The list runs as follows:

Write and assey of about 1 page on one of the following topics.

(a)
(b)
(c)
(d)
(e)

(f)

Life in the city.

My favourite sport. -

Fooled by a friend

The day everything went wrong

A woman's place is in the kitchen and a man's in the garden. Agree
or disagree.

Write the minutes of a formal meeting which was held at ...Hall

on the 29 th August 1996.

SHORT PIECE OF WRITING

(1)

(2)
(3)

Write a letter to your brother or sister who is spending a few
weeks with friends. Give him or her all the home news.

Write to a friend describing your brother's or sister's birthday.
Write to the police ,give full details of the accident you have
witnessed.
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