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ABSTRACT 

Educational psychologists' views on the value of the Senior South African 
Individual Scale Revised 

by 

Jenna Gordon 

Supervisor:   Professor Suzanne Bester 

Degree:        M. Ed. (Educational Psychology) 

The purpose of this exploratory case study was to explore and describe two 

educational psychologists' views on the value of the Senior South African Individual 

Scale - Revised (SSAIS-R) for their clients. The conceptual framework supporting this 

study was guided by a psychometric approach to intelligence and included concepts 

of validity, reliability and fairness. These concepts provided insight into the 

meaningfulness, appropriateness and usefulness of the SSAIS-R. The participants 

were purposively selected, and the data were generated by means of semi-structured 

interviews and field notes. An interpretivist paradigm guided this qualitative study. The 

findings suggest that the participants have mixed views on the value of the SSAIS-R. 

While the participants believe that the SSAIS-R has value as a cognitive measure, as 

it provides the necessary clinical information, the participants expressed concerns 

about the outdatedness of the test. The participants referenced certain pictures and 

vocabulary items found in the Missing Parts and Vocabulary subtests which they 

believe are irrelevant for children in the 21st century. The participants are of the view 

that if the SSAIS-R was to follow international standards in terms of regularly updating 

tests, the SSAIS-R’s relevance and value could be enhanced. Despite their concerns 

about the outdatedness of the SSAIS-R, the participants believe that the SSAIS-R is 

fairer and more accessible for many of their clients in terms of content and language 

compared to international tests. Furthermore, the participants discussed the 

affordability and the shorter administration time of the SSAIS-R as two notable benefits 

for practitioners. 

Keywords: 

• SSAIS-R • Intelligence testing 
• Educational psychologists   • South African context 
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CHAPTER 1: INTRODUCTION 

 

1.1 INTRODUCTION AND RATIONALE 

The use of intelligence tests in South Africa has been widely debated and researched, 

with a specific focus on the applicability and relevance of the intelligence tests used in 

South Africa (Laher & Cockcroft, 2013). Most of the tests that South African 

practitioners use are not designed or adapted for the multicultural context of South 

Africa, and not all tests have been standardised for the entire South African population 

(Gafoor et al., 2021). 

One locally developed test frequently used in South Africa is the Senior South African 

Individual Scale - Revised (SSAIS-R). Although this is a locally developed test, it too 

has not been standardised for the entire South African population as Black South 

Africans are excluded from the norm groups (Gafoor et al., 2021; Madge, 1986; te 

Nijenhuis et al., 2011; van Eeden, 1991). However, the test continues to be frequently 

used in South Africa due to the limited availability of other locally normed tests (Laher 

& Cockcroft, 2013). There is an evident void in the development and adaptations of 

South African tests (Gafoor et al., 2021). Therefore, practitioners are forced to use 

international tests which are not standardised for the local population and local tests 

which are considered outdated (Gafoor et al., 2021). 

One significant aspect of the SSAIS-R that needs to be considered is that the test has 

not been updated since 1992 (Cockcroft, 2013). This highlights that the SSAIS-R has 

not followed the trends of many international intelligence tests (Cockcroft, 2013). Many 

international tests are in their 4th and 5th editions, illustrating that these tests have been 

revised and updated to ensure that they remain relevant. For example, a frequently 

used international intelligence test, the Wechsler Intelligence Scale for Children 

(WISC), is currently in its 5th edition, illustrating that significant changes have been 

made to the first edition of the WISC which was developed in 1939 (Foxcroft et al., 

2004). 
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Another challenge linked to the test not having undergone any adaptations is that the 

SSAIS-R is based on an outdated theoretical model of intelligence (Cockcroft, 2013; 

van Eeden, 1991). The SSAIS-R is based on Thurstone’s Model of Intelligence 

(Cockcroft, 2013; van Eeden, 1991) which includes seven primary mental abilities that 

comprise intelligence such as verbal comprehension, verbal fluency, number facility, 

spatial visualisation, perceptual speed, inductive reasoning and memory (van Eeden 

& de Beer, 2019) whereas international tests that have been updated are based on 

more recent theoretical frameworks (Shuttleworth-Edwards et al., 2013). For example, 

the WISC-V is based on the Cattell-Horn-Carroll (CHC), a more recent and relevant 

theoretical intelligence model (Shuttleworth-Edwards et al., 2013).  While the CHC 

also defines intelligence in terms of mental abilities, it further emphasises various 

cognitive abilities in terms of fluid ability, crystallised intelligence, short-term memory, 

long-term storage and retrieval, and processing speed (Laher & Cockcroft, 2013) 

Thus, illustrating the comprehensiveness of the CHC model compared to Thurstone’s 

Model of Intelligence (Laher & Cockcroft, 2013). Therefore, this raises concern 

regarding the relevance and applicability of the SSAIS-R for South African children as 

the test has not undergone any theoretical adaptations since 1992 (Cockcroft, 2013). 

Various qualitative studies have been conducted regarding the utility, validity, 

relevance and applicability of the use of the international as well as national 

intelligence tests in South Africa (Foxcroft & Aston, 2006; Foxcroft et al., 2004; Meiring 

et al., 2005; Mitchell et al., 2018; Shuttleworth-Edwards et al., 2004; van Eeden & 

Prinsloo, 1997). The focus of these studies were on the influence of culture and 

language on the efficacy of intelligence tests within a multicultural context as well as 

variables that influence test results. Within the South African context, various 

demographic variables are considered to affect a child’s development and intellectual 

functioning (Laher & Cockcroft, 2013). The aforementioned studies researched these 

variables, namely the influence that quality of education and socio-economic status 

(SES) have on South Africa’s intelligence testing. 

A few studies have been conducted on the applicability of the SSAIS-R in South Africa 

(van Eeden, 1993, 1997; van Eeden & Visser, 1992). The first study was a quantitative 

study conducted in 1990 to determine the reliability and validity of the SSAIS-R 

(Cockcroft, 2013; van Eeden, 1991). Two additional quantitative studies were 
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conducted in 1993 and 1997, which focused on the influence of language and 

education on the SSAIS-R test results (Cockcroft, 2013). A subsequent quantitative 

study was conducted in 1992 to determine the validity of the SSAIS-R for different 

population groups (van Eeden & Visser, 1992). 

As previously mentioned, there have been limited studies conducted on the relevance 

of the psychometric properties of the SSAIS-R as the research conducted on its 

reliability and validity was last done in the early 1990s (Cockcroft, 2013; van Eeden, 

1991). Current research on the relevance of the SSAIS-R is needed due to the 

significant changes in the demographics and school curriculum in South Africa since 

the test was last revised. 

After reviewing literature from Google Scholar, Educational Resources Information 

Center (ERIC) and Research Gate, the researcher could not find a qualitative research 

study that has been conducted on the experiences and viewpoints of educational 

psychologists who use the SSAIS-R. The rationale for conducting this research study 

was to gain current perspectives of educational psychologists on the use, value and 

relevance of the SSAIS-R for their clients. By exploring educational psychologists’ 

perspectives on the use and value of this test, the advantages, possible challenges 

and benefits of using this test were identified. This research will provide a holistic view 

of the utility of the SSAIS-R and thus attempt to contribute to the research on 

intelligence testing in the South African context. 

1.2 PURPOSE OF THE STUDY 

The purpose of this exploratory case study was to explore and describe the 

experiences of two educational psychologists in Gauteng regarding the value of the 

SSAIS-R for their clients. For the purposes of this study, the SSAIS-R will be generally 

defined as a South African intelligence test which is used to assess general intellectual 

and cognitive abilities and to determine strengths and areas of development in children 

from the age of seven years to 16 years 11 months (van Eeden, 1991). 
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1.3 RESEARCH QUESTIONS 

1.3.1 Primary Research Question 

The primary research question of this study is: “What are the views of two educational 

psychologists from Gauteng regarding the value of the SSAIS-R for their clients?” 

1.3.2 Secondary Research Questions 

This study also posed the following sub-questions: 

• How relevant do these educational psychologists believe that the SSAIS-R is for 

their clients? 

• What are the benefits of using the SSAIS-R with their clients? 

• What are the concerns that these educational psychologists have with regard to 

using the SSAIS-R with their clients? 

1.4 WORKING ASSUMPTIONS 

This study was based on the following assumptions: 

• The SSAIS-R is still predominately used as an intelligence test for children in 

South Africa. 

• Educational psychologists are the most suitable participants to provide relevant 

information about the SSAIS-R because they assess children’s cognitive 

abilities. 

• Educational psychologists have sufficient knowledge and experience with the 

SSAIS-R to discuss the benefits and strengths of the SSAIS-R. 

• Educational psychologists have sufficient knowledge to discuss possible 

challenges or weaknesses when using the SSAIS-R. 

• A qualitative research methodology will provide the researcher with sufficient 

narrative data from educational psychologists to effectively answer the 

research questions. 
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1.5 CONCEPT CLARIFICATION 

1.5.1 Intelligence 

Intelligence is a concept that does not have one single definition. This study will focus 

on the concept of intelligence as measured by IQ tests, namely psychometric 

intelligence (Foxcroft & Roodt, 2019). Psychometric intelligence can be defined as the 

use of standardised intelligence tests to measure various levels of functioning based 

on psychologically defined constructs (Foxcroft & Roodt, 2019). Intelligence is defined 

by the theoretical definition of intelligence as determined by the specific tests 

employed (Foxcroft & Roodt, 2019). In this study, intelligence is defined by the 

theoretical definition as determined by the SSAIS-R, which views intelligence as a 

composite of mental abilities representing a general intelligence factor (van Eeden, 

1991). These mental abilities are defined in terms of Thurstone’s Model of Intelligence 

(van Eeden, 1991). 

1.5.2 Intelligence Testing 

Intelligence testing is a form of assessment used to determine one’s level of 

intelligence and cognitive functioning (Laher & Cockcroft, 2013). Intelligence tests 

consist of several verbal and non-verbal subtests (Foxcroft & Roodt, 2019). This study 

will focus on the SSAIS-R. The SSAIS-R consists of nine core subtests which are 

broken up into five verbal and four non-verbal subtests (Cockcroft, 2013). 

1.5.3 Culture 

In international studies, culture refers to nationality or ethnicity (Laher & Cockcroft, 

2013). In South African research, culture is defined by the racial categories of Black, 

Coloured, White and Indian as well as by language groups (Laher & Cockcroft, 2013). 

Therefore, culture is a complex phenomenon that can be described as a particular set 

of values, beliefs, learned behaviour, traditions and customs within a group of people 

(Lebrón, 2013). In this study, culture will be defined in the multicultural context of South 

Africa using language, race, ethnicity and SES. 
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1.6 INTRODUCING THE CONCEPTUAL FRAMEWORK SUPPORTING THE 
STUDY 

The psychometric approach to intelligence guided the conceptual framework for this 

research study. A psychometric approach to intelligence is a model that defines 

intelligence as a combination of abilities measured by mental tests (Sternberg, 2020). 

It includes the following psychometric properties: validity, reliability and fairness. 

These constructs provide insight into the meaningfulness, appropriateness and 

usefulness of psychometric tests, specifically focusing on the SSAIS-R. 

Validity in psychometrics is concerned with the nature of the construct measured and 

how well it is measured (Coaley, 2014). A psychometric test is valid if it measures the 

constructs it claims to measure (Coaley, 2014). Validity is an essential construct in 

psychometric tests for the results to be accurately applied and interpreted (Coaley, 

2014). Validity was relevant for this study based on how valid the participants regarded 

the SSAIS-R was in measuring what they believed it should measure and, therefore, 

producing valid test results. 

Reliability is closely linked with consistency. Reliability is the degree to which a test 

produces consistent results over different administration occasions (Foxcroft & Roodt, 

2019; Frey, 2018). A test is considered reliable if the results are consistent across 

different testing occasions and with different test editions (Coulacoglou & Saklofske, 

2017).  

Due to the multicultural context of South Africa, fairness with a specific focus on 

cultural fairness is a necessary construct to determine the relevance of the SSAIS-R 

for use in the diverse, multicultural contexts of South Africa. Fairness is a crucial quality 

of a test which can be defined as test-takers receiving equal treatment in the absence 

of measurement bias (Banerjee, 2016). Culturally fair tests are tests that are equally 

fair to all cultural groups and are less culture specific. 

The conceptual framework supporting this research study is discussed in-depth in 

Chapter 2. 
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1.7 OVERVIEW OF THE RESEARCH METHODOLOGY, APPROACH AND 
PROCESS 

Table 1.1 provides an overview of the research paradigm and approach that guided 

this study. The table further illustrates the research process which consists of the 

research questions, the research design, the selection of the case and participants, 

the data capturing process, data documentation, data analysis and interpretations, the 

criteria used to ensure trustworthiness and lastly, the ethical considerations that were 

followed. The research methodology, approach and process are discussed in Chapter 

3. 
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RESEARCH QUESTIONS 

Primary research question 

•  What are the views of two educational psychologists from Gauteng regarding the value of the SSAIS-R for their clients? 

Secondary research questions 

• How relevant do these educational psychologists believe that the SSAIS-R is for their clients? 
• What are the benefits of using the SSAIS-R with their clients? 
• What are the concerns that these educational psychologists have with regard to using the SSAIS-R with their clients? 

OVERVIEW OF RESEARCH METHODOLOGY, APPROACH AND PROCESS 

Paradigm and 
research 
approach 

Research 
design 

Binding the 
case 

Data 
generation 

Data 
documentation 

Data analysis 
and 

interpretation 

Trustworthiness 
of the study 

Ethical 
considerations 

• Interpretivism 
• Qualitative 

research 

• Exploratory 
case study 
design 

• Purposive 
selection of 
the case 

• Purposive 
selection of 
participants 

• Semi-
structured 
individual 
interviews 

• Field notes 

• Audio data 
documentation 

• Field notes 
• Interview 

transcription 

 

• Inductive 
thematic 
analysis 
following 
phases as 
stipulated by 
Braun and 
Clarke (2006) 

• Credibility 
• Transferability 
• Dependability 
• Confirmability 
• Authenticity  

• Ethical 
clearance to 
conduct 
research 

• Voluntary 
participation 
and informed 
consent 

• Privacy, 
confidentiality 
and anonymity 

• Respect, 
integrity and 
truthfulness 

Table 1.1: Research methodology, approach and process 
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1.8 SUMMARY 

This chapter introduced the study by explaining the rationale and purpose of the study. 

This chapter also included the research questions, conceptual framework that guided 

the study and clarification of key concepts of the study. Lastly, an overview of the 

research methodology, approach and process that was followed was provided. 
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CHAPTER 2: LITERATURE REVIEW 

 

2.1 INTRODUCTION 

This chapter begins with an overview of intelligence testing. This overview sheds light 

on the history of intelligence testing and the advancements that have been made to 

ensure the relevance and applicability of intelligence tests particularly in South Africa. 

The chapter then focuses on the specific challenges in intelligence testing in South 

Africa. The challenges include practical challenges and the role that culture, language, 

quality of education and SES play in test performance. These challenges are essential 

to consider when contemplating the relevance and efficacy of intelligence tests. 

The chapter continues by introducing the SSAIS-R and providing background 

information regarding the adaptations of this test. This then leads to a discussion 

regarding the use and some of the challenges that have been found with the SSAIS-

R. Research conducted on the SSAIS-R is discussed next to illustrate how this 

instrument has been researched as well as to demonstrate the gaps in research. The 

chapter concludes with a discussion of the conceptual framework which underpins this 

study. The specific concepts that are discussed focus on validity, reliability and 

fairness. 

2.2 INTELLIGENCE TESTING IN THE SOUTH AFRICAN CONTEXT 

Intelligence testing has been around for many decades and many advancements have 

been made in terms of the theory and practice of intelligence tests. Internationally, 

intelligence testing gained momentum after World War II due to the increasing societal 

need to assess candidates for job suitability (Foxcroft et al., 2019). Similarly, the 

development of testing followed in South Africa after World War II, when there was a 

need to determine the occupational aptitude of Black South Africans who had received 

limited formal education, particularly for employment in mines (Foxcroft et al., 2019). 

 

However, the use of intelligence tests in South Africa remains controversial for various 

reasons (Laher & Cockcroft, 2013). The two main reasons for this are that intelligence 
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tests were first developed in South Africa during racial segregation and many of the 

tests that are currently used in South Africa are international tests (Laher & Cockcroft, 

2013). During Apartheid, psychological assessments were administered to justify 

Black labour and deny Black South Africans access to education and economic 

resources (Laher & Cockcroft, 2013). This was achieved by administering the same 

psychological assessment measures developed and standardised for White South 

Africans to Black South Africans who were illiterate and poorly educated (Laher & 

Cockcroft, 2013). 

After democracy, South African psychologists experienced the need to develop and 

use new tests and adapt current international tests to ensure that tests were applicable 

to the general population in South Africa (Laher & Cockcroft, 2013). This shift in 

perspective of the necessity for culturally relevant tests was linked, in part, to the 

legislation of the Employment Equity Act (Laher & Cockcroft, 2013). This act required 

the use of psychological testing to be fair, unbiased and culturally appropriate for 

diverse populations (Laher & Cockcroft, 2013). Although there has been an attempt to 

create local psychological tests and adapt international tests, this has not been without 

challenges. 

Currently, most intelligence tests used in South Africa are based on psychological 

measures that were initially developed in the United States and the United Kingdom. 

Therefore, it is the view of some authors that some of the content may not be culturally 

relevant to the South African context (Grieve & Foxcroft, 2019; Laher & Cockcroft, 

2013). Another pertinent issue with international tests is that some of the tests are not 

standardised for the local populations (Niu, 2020). Standardisation for local 

populations is essential to create a representative sample of the population for which 

the test is being administered (Niu, 2020). 

As previously mentioned, many of the tests that are used in South Africa are 

international tests (etic) with very few local tests (emic) (Laher & Cockcroft, 2013). 

Whether emic or etic tests should be used in South Africa remains a highly debated 

topic (Laher & Cockcroft, 2013). Many psychologists support and encourage the use 

of etic tests as these tests are necessary and justified because most companies that 

use tests are multinational (Laher & Cockcroft, 2013). Therefore, South Africa needs 

to be represented as equal to other countries (Laher & Cockcroft, 2013). However, 
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many scholars also advocate for the use of more emic tests to ensure that the tests 

used are culturally relevant and appropriate for the diverse population of South Africa 

(Laher & Cockcroft, 2013). It is not necessarily viable and feasible to adapt all etic 

tests due to financial and time constraints as this is a costly and lengthy process 

(Foxcroft & Aston, 2006; Laher & Cockcroft, 2013). Furthermore, there is also a lack 

of trained professionals with sufficient knowledge to make the necessary adaptations 

of etic tests (Laher & Cockcroft, 2013). 

Due to the aforementioned constraints, it could be argued that it makes more sense 

to adapt and standardise well-researched etic tests rather than developing entirely 

new tests (Shuttleworth-Edwards et al., 2004). Additionally, various challenges with 

assessment exist in South Africa, such as culture, language, quality of education, SES 

and poverty. These challenges will be discussed next. 

2.3 CHALLENGES FACED WITH INTELLIGENCE TESTING IN SOUTH 
AFRICA 

Some important challenges that will be discussed include the influence that culture, 

language, quality of education, SES and poverty have on intelligence testing. 

2.3.1 Culture 

Culture is an important aspect to consider in intelligence testing because culture 

directly influences one’s behaviour, understanding and perception of the environment 

(Laher & Cockcroft, 2013; Niu, 2020). As a result, each item included in an intelligence 

test may be interpreted differently by test-takers from different cultural backgrounds 

(Foxcroft, 2004; Niu, 2020). The influence of culture on tests is not unique to the South 

African context. It has been debated worldwide as globalisation continues to change 

the dynamics of testing (Daouk-Oyry & Zeiniun, 2017). Researchers and practitioners 

from many fields of psychology around the world are engaging in test development 

and adapting existing tests for a particular language, typically from a Western 

language and culture to a non-Western language and culture (Daouk-Oyry & Zeiniun, 

2017; Niu, 2020). This movement toward adapting tests to ensure cultural relevance 

is guided by the International Test Commission’s guidelines for translating and 

adapting tests (ITC, 2017). 
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Researchers have acknowledged that intelligence cannot be understood in isolation 

from a cultural context because individuals from different cultures perceive intelligence 

differently (Niu, 2020). Each culture’s definition of intelligence depends on what is 

considered important for that culture (Niu, 2020). For example, Asian cultures value 

and view effort as an important component of intelligence (Niu, 2020). However, many 

of the tests developed in the United States and Europe do not measure effort because 

the culture of these countries do not view intelligence based on one’s effort but rather 

as inherent and based on ability (Niu, 2020). 

The South African population is vastly diverse with many different cultural and ethnic 

groups (Foxcroft & Aston, 2006). Due to the cultural diversity in South Africa, there is 

a need for intelligence tests that are valid, fair and culturally appropriate for the entire 

population (Foxcroft, 2004; Laher & Cockcroft, 2013). All individuals from different 

languages, cultures and SES backgrounds should be accommodated and considered 

when using intelligence tests (Grieve & Foxcroft, 2019). 

Foxcroft et al. (2004) found that many psychology practitioners indicated the need for 

suitable tests for use in multicultural contexts as there is a lack of appropriate and 

culture-fair intelligence tests (Mitchell et al., 2018). However, as previously mentioned, 

the development of culturally relevant tests is considered a costly and lengthy process 

because South Africa has many different cultural groups, all at various stages of 

acculturation and with differing linguistic and educational exposure (Cockcroft et al., 

2008). Developments toward more culturally appropriate tests have highlighted that 

developing tests that are free from any cultural bias is challenging (Foxcroft & Roodt, 

2019). 

The difficulty with developing tests which are free from any cultural bias has led to the 

development of tests that are “culture-reduced” or “culture-common” to mitigate 

cultural bias as much as possible, aiming to make tests more valid and reliable for a 

multicultural context (Foxcroft et al., 2019). For example, non-verbal intelligence tests 

such as the Test of Non-verbal Intelligence and the Raven’s Progressive Matrices 

were developed, where the focus of these tests is on problem-solving tasks in which 

language use is minimised as language is believed to be an obstacle in cross-cultural 

tests (Foxcroft et al., 2019). 
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Furthermore, the influence of culture is more complex than language, race and 

ethnicity alone (Laher & Cockcroft, 2013), and the level of acculturation also needs to 

be considered. Acculturation is the process by which individuals adjust their cultural 

values, beliefs and ideas to cultures different from their own to the dominant culture in 

the place of residence (American Psychological Association, n.d.; Laher & Cockcroft, 

2014). It is a general belief that African individuals have had to acculturate to Western 

cultures because they have had to move from rural to urban areas in search of work 

and schooling (Laher & Cockcroft, 2014). 

Additionally, it is vital to consider the influence of culture on intelligence tests that are 

frequently used in South Africa. As previously mentioned, there is a lack of appropriate 

culture-fair intelligence tests available in South Africa (Mitchell et al., 2018). Future 

developments should make sure that intelligence tests are more accessible and 

relevant for most individuals in South Africa (Laher & Cockcroft, 2014). Closely linked 

to culture is the influence of language, as language and culture are intertwined (Daouk-

Oyry & Zeiniun, 2017). 

2.3.2 Language 

Language is considered an important mediator of test performance, particularly when 

learners have to take tests that are not in their home language (Foxcroft & Aston, 2006; 

Grieve & Foxcroft, 2019). Misunderstandings and miscommunications in tests can be 

increased when colloquial language is used in the test items, therefore affecting test 

scores (Foxcroft & Aston, 2006; Frey, 2018). 

Herbst and Huysamen (2000) found that learners assessed in a language that differed 

from their home language performed significantly lower than learners assessed in their 

home language. Additionally, Meiring et al. (2005) found that the English concepts 

used in tests proved problematic for African test-takers due to a lack of language 

proficiency in the test language. Another significant finding from this study was that a 

subtest involving verbal comprehension was found to be biased against the test-takers 

whose mother tongue was an African language, as they performed lower despite 

having adequate daily exposure to English (Foxcroft & Aston, 2006). 

Due to the influence that language has on test results, there is a need for intelligence 

tests to be translated into all 11 official languages – soon to be 12 – in South Africa 
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(Department of Justice and Constitutional Development, 2022). Test translation refers 

to the process of changing a test from one language to one or more other languages 

while still ensuring that the content and original meaning of the test items remain the 

same (Foxcroft & Roodt, 2019). 

However, this cannot be done without overcoming challenges that may be 

experienced when translating tests (Foxcroft, 2011; Niu, 2020). Many practical 

challenges are faced when translating tests such as a lack of trained personnel to 

translate tests, the absence of equivalent words and phrases found in all languages 

and ensuring that the level of difficulty is consistent between the translated versions. 

One main challenge is the 11 official languages and the availability of test 

administrators and trained personnel who are fluent in all 11 languages to translate 

tests (van Eeden & Mantsha, 2007). 

Another difficulty in translating tests is that there are not always equivalent words or 

phrases found in all languages (Laher & Cockcroft, 2013; Niu, 2020). The different 

vernaculars and a lack of standardisation in African languages pose a challenge in 

ensuring the validity and reliability of the adapted and translated tests (van Eeden & 

Mantsha, 2007). A subsequent difficulty in translating tests is that even though a test 

may be translated from one language to another while ensuring the cultural value 

remains the same, construct connotations and level of difficulty may be altered in the 

translation process (Krach et al., 2017; Niu, 2020). For example, if a reading subtest 

is translated, the translated text needs to contain the same number of phonemes for 

the words because if not, this can alter the level of difficulty of the test (Krach et al., 

2017). 

Various methods can be applied to ensure the validity and reliability of translated tests 

such as the traditional forward translation, the back translation and the bilingual 

judge’s technique (Daouk-Oyry & Zeiniun, 2017). However, using a single method may 

not be suitable for achieving linguistic and cultural equivalence between test versions 

(Daouk-Oyry & Zeiniun, 2017; Niu, 2020). Therefore, it has been suggested that using 

a combination of techniques is necessary to ensure the accuracy of test translation 

and adaptation (Daouk-Oyry & Zeiniun, 2017). 
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2.3.3 Quality of Education 

The effect of the quality of education on test performance is a global phenomenon 

(Akubuilo et al., 2020; Flynn, 2020; Rindermann et al., 2016; Ritchie & Tucker-Drob, 

2018). Shuttleworth-Edwards et al. (2004) suggest that quality of education plays a 

crucial role in the test results of intelligence tests. Internationally, Rindermann et al. 

(2016) conducted a study to determine the main causes for differences in intelligence 

test scores. This study revealed that two educational factors, namely quality and 

quantity of education, were considered the most significant causes of the differences 

seen in cognitive ability (Rindermann et al., 2016). 

Although South Africa has been racially desegregated since 1994, inequalities still 

exist between learners in independent, government, township and rural schools 

(Grieve & Foxcroft, 2019). During Apartheid, Black South Africans were schooled 

separately from White South Africans, with the Black South Africans’ education system 

controlled by the Department of Education and Training (DET schooling) 

(Shuttleworth-Edwards et al., 2004). The DET schooling had its own curriculum and 

examination system with limited government resources, which only consisted of 5–

25% of what was spent on education for English and Afrikaans speaking White South 

Africans (Shuttleworth-Edwards et al., 2004). 

A negative effect on educational achievement is most noticeable for underprivileged 

and environmentally disadvantaged Black South Africans (Laher & Cockcroft, 2013). 

Even after democracy, private and former Model C schools continue to be well-

resourced, and children who attend these schools achieve high levels of academic 

competency (Laher & Cockcroft, 2013). Inequalities are still experienced in rural and 

government schools. These inequalities are highlighted by the lack of resources, 

poorly trained teachers, overcrowding in classrooms and minimal opportunities for 

extra-mural activities (Fleisch, 2008; Laher & Cockcroft, 2013; Mpu & Adu, 2021; 

Shuttleworth-Edwards et al., 2004). 

Adding to the lack of basic school supplies, township and government schools receive 

limited funding from the government (Laher & Cockcroft, 2013). There is a high level 

of absenteeism among both the learners and the teachers, ineffective teaching 

methods are used, many teachers are not qualified and there is a high ratio of teacher-

learners in township schools (Laher & Cockcroft, 2013). The disparity in educational 
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conditions often indicates that the learners who attend township and rural schools do 

not have the same benefits as those who attend private/Model C schools 

(Shuttleworth-Edwards et al., 2004). This is evident in terms of acquired knowledge, 

including proficiency in English and reading and test-taking abilities (Niu, 2020; 

Shuttleworth-Edwards et al., 2004). 

Closely linked to the quality of education is the concept of “test wiseness” (Niu, 2020; 

Shuttleworth-Edwards et al., 2004). “Test wiseness” refers to a test-taker’s familiarity 

with pencil use, copying tasks and the ability to concentrate in test-taking situations 

(Niu, 2020; Shuttleworth-Edwards et al., 2004). “Test wiseness” also refers to how 

often an individual is exposed to test situations, as with school exams and tests. The 

more one is exposed to test situations, the more familiar one becomes with the 

demands of the testing situation and what is expected (Shuttleworth-Edwards et al., 

2004). 

As previously mentioned, individuals from disadvantaged environments and children 

who attend rural and township schools may not have had the same exposure to test-

taking situations as those who come from advantaged environments and attend 

private schools (Niu, 2020; Shuttleworth-Edwards et al., 2004). Therefore, they do not 

have the familiarity, knowledge and experience of the test-taking situation 

(Shuttleworth-Edwards et al., 2004). As many children may not be exposed to taking 

a test or may not be ‘test-wise’, this can significantly influence test performance and 

thus contribute to invalid results (Foxcroft, 2011; Niu, 2020). 

2.3.4 Socio-economic Status 

Closely linked to the quality of education is SES. The SES of a test taker can negatively 

influence cognitive achievement on a test (Mitchell et al., 2018). Factors such as the 

level of parental education, nutrition, access to health care, violence, poor quality of 

education or repeated absence from school all influence cognitive ability (Mitchell et 

al., 2018). A significant variable that is believed to influence test performance is the 

level and quality of education, not only of the testee but also the testee’s parents 

(Cockcroft et al., 2008; Piccolo et al., 2016). Parents who have a high level of 

education are likely to have professional occupations and, therefore, are more likely 

to have a higher SES (Cockcroft et al., 2008; Piccolo et al., 2016). 
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Consequently, this influences financial resources, exposure to books and technology 

and a higher quality of education for learners, affecting their cognitive development 

(Cockcroft et al., 2008). However, no research studies have been conducted to 

determine the effect that parental education has on test performance specifically on 

the SSAIS-R (Cockcroft, 2013). Measures implemented to reduce the effects of SES 

on cognitive assessments have led to the development of tests that focus on 

assessing the cognitive processes required to solve tasks rather than those tests that 

assess previously learned knowledge (Laher & Cockcroft, 2013). 

Additional factors linked to SES are poverty and health. Poverty causes various 

challenges such as substance abuse, an increase in illnesses such as HIV/AIDS and 

a high rate of school truancy which eventually leads to a high rate of school dropouts 

(Donald et al., 2020). High rates of school truancy and dropouts can be linked to both 

economic and health reasons (Donald et al., 2020). Poverty, when combined with 

unequal access to education, inadequate quality of education and other services, can 

cause significant barriers to learning therefore influencing test performance (Donald 

et al., 2020). 

For economic reasons, many parents living in poverty cannot afford the cost of 

schooling for their children (Donald et al., 2020). Many children also have to miss 

school and drop out because they need a job to earn money to help provide for their 

families (Donald et al., 2020).  

HIV/AIDS also has a detrimental effect on schooling and, therefore, a learner’s 

intelligence for various well-known medical reasons (Donald et al., 2020). 

Furthermore, many children are left without parents due to HIV/AIDS resulting in them 

becoming orphans or living in child-headed households (Donald et al., 2020). This 

increases school dropout rates as learners are required to work to provide for their 

families (Donald et al., 2020). 

School truancy is also influenced by HIV/AIDS, as many learners miss school to care 

for their sick parents (Donald et al., 2020). This not only affects academic achievement 

and intellectual development but also significantly affects a learner’s well-being 

because it is added stress that a learner has to deal with (Donald et al., 2020). When 

interpreting test performance and results, these factors, which can be directly or 
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indirectly caused by poverty, need to be considered. The development of the SSAIS-

R will be discussed in the next section. 

2.4 THE DEVELOPMENT OF THE SENIOR SOUTH AFRICAN INDIVIDUAL 
SCALE REVISED IN SOUTH AFRICA 

According to Foxcroft et al. (2004), the SSAIS-R is frequently used in South Africa. 

This frequent use is due to the limited number of other locally normed tests (Laher & 

Cockcroft, 2013). It is necessary to understand the history and development of the 

SSAIS-R to understand the potential challenges and limitations of the test. 

Dr M.L. Fick, a psychometrician, developed the Official Mental Hygiene Individual 

Scale of Intelligence (OMHISI) in 1926, which was published by the National Bureau 

of Educational and Social Research (Fleisch, 1995; Louw & Danziger, 2007). The 

OMHISI was revised in 1939 and published with a new name, the Individual Scale of 

General Intelligence for South Africa (ISGISA) (Louw & Danziger, 2007). In 1955, there 

was a request by the National Bureau of Educational and Social Research to 

restandardise the ISGISA due to concerns regarding the outdated norms (Madge, 

1986). The ISGISA was revised in the same year with English and Afrikaans norm 

groups. This revised test was published with a new name, the New South African 

Individual Scale (NSAIS) (Fleisch, 1995; Madge, 1986). 

However, in 1957, it was decided that the NSAIS should be updated to ensure that the 

Full-Scale IQ included both verbal and non-verbal subtests, to adapt it from an age 

scale to a point scale, and to ensure that the test did not take more than one hour to 

administer (Madge, 1986). This led to the reconstruction of the NSAIS in 1964, and it 

was renamed and published as the Senior South African Individual Scale (SSAIS) 

(Madge, 1986). The SSAIS was normed for English and Afrikaans speaking children 

between 5 years 0 months to 17 years, 11 months (Madge, 1986). 

In 1987, the SSAIS was revised and renormed. However, this test was standardised 

for White, Coloured and Indian learners, while Black African learners remained 

excluded (Madge, 1986; te Nijenhuis et al., 2011; van Eeden, 1991). In the early 

1990s, the Individual Scale for Indian South Africans was developed and adapted from 

the NSAIS to accommodate Black South Africans who were excluded from the SSAIS 

(Landman, 1988). The NSAIS was translated into IsiXhosa in 1988, and in the same 
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year, it was translated into IsiZulu (Landman, 1988). The test was later translated into 

Northern Sotho, Southern Sotho, and Setswana in 1990 (Landman, 1988). Landman 

(1988) states that it was anticipated that there would be necessary adaptations made 

to the vernacular versions. However, there is no evidence of the restandardisation of 

the vernacular versions. Furthermore, there are no vernacular versions of the SSAIS-

R (van Eeden & Visser, 1992). 

Despite the test being translated into a few African languages, this still did not make it 

appropriate for the entire population (Cockcroft, 2013). The relevance and applicability 

of the vernacular tests can be questioned because there has been no research 

conducted on the reliability and validity of any of the vernacular tests (van Eeden, 

1991). Linked to this challenge is the limited availability of the background and 

standardisation manuals for the vernacular versions, which are necessary to provide 

pertinent background information (Mindmuzik, 2016). 

In the early 1990s, many education departments requested that the HSRC 

restandardise the SSAIS due to the outdated norms and the belief that some test items 

were no longer effective (van Eeden, 1991). Therefore, this led to the development of 

the English and Afrikaans versions of the SSAIS-R, which are still in use today (van 

Eeden, 1991). 

Due to the belief that some of the SSAIS test items were no longer effective, the 

SSAIS-R was developed using the existing SSAIS test items as well as including new 

test items (van Eeden, 1991). The existing items from the SSAIS were still used 

because the reliability and validity of these items were already confirmed (van Eeden, 

1991). The test revision included some of the subtests being renamed to provide a 

better description of the item content; for example, the Verbal Reasoning test was 

renamed Similarities (van Eeden, 1991). However, in the Absurdities subtest, not only 

was the name changed to Missing Parts but the content was also adapted so that each 

item/picture only contained a missing part rather than portraying absurd situations (van 

Eeden, 1991). 

Furthermore, several additional items were added to each subtest, which increased 

the number of suitable items for all ages. The discontinuation rules and time limits 
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were adjusted to ensure sufficient opportunity for the test-takers to answer the 

questions (van Eeden, 1991). 

When the SSAIS was revised, the sample for the norm groups consisted of 500 

children with 100 children per age group for ages 7, 9, 12, 14 and 16 years (Cockcroft, 

2013; van Eeden, 1991). The children were selected based on their racial groups of 

White, Indian, and Coloured (Cockcroft, 2013; van Eeden, 1991). They either spoke 

English or Afrikaans, therefore excluding the other nine official South African 

languages (Cockcroft, 2013). 

The SSAIS-R has been standardised for English and Afrikaans speaking learners 

between 7 years 0 months and 16 years 11 months (van Eeden, 1991). The SSAIS-R 

is based on the understanding of intelligence, adopted from Thurstone’s model, and it 

is used to determine cognitive abilities and to determine one's general level of 

intelligence and assess the testee's relative strengths and weaknesses in certain 

aspects of intelligence (Cockcroft, 2013; van Eeden, 1991). The SSAIS-R consists of 

nine core subtests comprising five verbal and four non-verbal tests as well as two 

additional tests (Cockcroft, 2013). It takes approximately 90 minutes to administer the 

test (Cockcroft, 2013). Regarding the scoring of the subtests, the standard scores 

range between 0 and 20. Cockcroft (2013) suggests that the SSAIS-R may not be 

adequately sensitive for very low-functioning children. 

The content of SSAIS-R is considered to be based on Western cultural knowledge 

(Cockcroft, 2013; Niu, 2020; van Eeden, 1991). Therefore, environmentally 

disadvantaged learners are at a disadvantage regarding expertise and familiarity with 

the cultural content of the test items in the SSAIS-R (van Eeden, 1991). Thus, when 

the SSAIS was revised, new norms were developed to accommodate some of the 

ethnic subgroups in South Africa during the 1990s, namely Coloured, Indian and White 

children (van Eeden, 1991). The norms were developed for English and Afrikaans first 

language White children who were considered non-environmentally disadvantaged. A 

separate norm table was developed for Coloured and Indian children who were 

considered to be environmentally disadvantaged (Cockcroft, 2013). 

However, the revised norm groups still symbolise racial exclusion because the non-

environmentally disadvantaged norm group only consisted of White children 
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(Cockcroft, 2013). In contrast, Indian and Coloured children were only included in the 

environmentally disadvantaged norm group (Cockcroft, 2013). Another significant 

limitation regarding the norm groups is that Black children were still not included in the 

norm groups when the test was last revised (Cockcroft, 2013). 

2.5 CHALLENGES WITH THE SENIOR SOUTH AFRICAN INDIVIDUAL 
SCALE REVISED 

Significant challenges include the differences in the English and Afrikaans versions of 

the SSAIS-R, the outdated norms, and the relevance of the test for the changing 

demographics of South African children (Cockcroft, 2013; te Nijenhuis et al., 2011; van 

Eeden, 1997; van Eeden & de Beer, 2019). 

The SSAIS-R was initially developed in English and Afrikaans. However, there is no 

confirmation that the two versions of the test are comparable regarding content and 

level of difficulty (Cockcroft, 2013). Research conducted by van Eeden (1997) 

illustrated a significant difference in performance between English and Afrikaans 

speaking children regarding the verbal and non-verbal scales in the SSAIS-R 

(Cockcroft, 2013). Another challenge is that separate norms for each language are 

only provided for the Vocabulary subtests (Cockcroft, 2013). 

Another significant challenge is that the SSAIS-R has not been revised since 1992. It 

is essential to consider that there is a need for the SSAIS-R to be restandardised and 

renormed due to the significant changes in the demographics of South African children 

and the curriculum in schools since the last revision (Cockcroft, 2013). In addition to 

the changes in the curriculum, the changes and development in children's IQ in the 

20th century also need to be considered (Cockcroft, 2013). The developments in IQ 

have been researched and identified in developed countries (Cockcroft, 2013). 

However, these changes have also been seen in less developed countries like Kenya 

(Cockcroft, 2013). The changes seen in intelligence are known as the Flynn effect, 

which explains that intelligence is dynamic, and it refers to increases seen in IQ scores 

over time (Frey, 2018; te Nijenhuis et al., 2011). Several factors have been 

hypothesised to contribute to the Flynn effect, namely education, nutrition, 

urbanisation, health care, the increase in visual-spatial toys, and teacher-student 

ratios (Frey, 2018; te Nijenhuis et al., 2011). 
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Therefore, it can be assumed that these increases in IQ may also be seen in South 

African children (Cockcroft, 2013). The advances mentioned above have been seen 

in specific subtests of the WISC, such as those that assess processing speed and 

abstract classification (Cockcroft, 2013). The skills required for these subtests appear 

to have developed due to children's social and educational contexts and exposure 

(Cockcroft, 2013). Therefore, psychometric tests, such as the SSAIS-R, need to be 

renormed and updated to remain relevant for the changes seen in children’s IQ 

(Cockcroft, 2013; Frey, 2018; te Nijenhuis et al., 2011). 

2.6 RESEARCH CONDUCTED ON THE SENIOR SOUTH AFRICAN 
INDIVIDUAL SCALE REVISED 

Research was conducted to determine the reliability and validity of the SSAIS-R 

(Cockcroft, 2013; van Eeden, 1991) as part of the construction and standardisation of 

the SSAIS-R (van Eeden, 1991). The sample included a proportional sample of 4676 

pupils, which included pupils from each age group ranging from 7 to 16 years, and a 

non-environmentally disadvantaged sample which consisted of 2671 learners also 

consisting of learners from each age group ranging from 7 to 16 years (van Eeden, 

1991). 

Regarding reliability, reliability coefficients of the SSAIS-R were calculated using the 

Kuder-Richardson formula 8 for subtests 1 to 10 and the Kuder-Richardson formula 

21 for subtest 11 (van Eeden, 1991). The reliability coefficients of the composite scales 

were calculated using Mosier’s formula (van Eeden, 1991). 

It was recommended that the reliability coefficients and the standard errors of 

measurement be considered when interpreting the scores obtained on the SSAIS-R 

and the composite scales (van Eeden, 1991). The reliability coefficient of a particular 

score indicates the extent to which a testee’s true ability can be evaluated in terms of 

the score obtained on the specific subtest or composite scale (van Eeden, 1991). 

Various aspects of validity were investigated to determine the validity of the SSAIS-R. 

Namely, content validity, construct validity, concurrent validity, and predictive validity 

(van Eeden, 1991). Content validity refers to how the content of the test represents 

the construct being measured (van Eeden, 1991). The SSAIS-R is based on the 

Wechsler model of intelligence, which is viewed to have a good content validity 
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(Cockcroft, 2013). The development of the SSAIS-R included the bias analyses of the 

standardisation sample results (Cockcroft, 2013). 

To investigate the construct validity of the SSAIS-R, two interest methods were utilised 

(van Eeden, 1991). The first method was factor analysis which was used to investigate 

the interconnectedness of the tests (van Eeden, 1991). The results of this method 

indicated which tests had common variance, therefore measuring the same construct 

(van Eeden, 1991). The second method was the correlation of the scores that were 

obtained on the new test (SSAIS-R) with the scores on the old test (SSAIS) (van 

Eeden, 1991). 

Concurrent validity was determined by requesting teachers to rate each testee’s 

language skills and general intellectual ability on a five-point scale (van Eeden, 1991). 

This technique was utilised to determine whether the SSAIS-R can differentiate 

between learners of differing intellectual abilities (van Eeden, 1991). The correlations 

between this criterion and the composite and scaled scores indicated that the SSAIS-

R could differentiate between learners differing in intellectual ability (van Eeden, 1991). 

The validity of the SSAIS-R to predict school achievement and academic success was 

also investigated (van Eeden, 1991). This is vital as an early diagnosis or indication of 

potential school failure can allow parents and teachers to ensure that preventative 

intervention can be implemented (Laher & Cockcroft, 2013). However, the capacity of 

an intelligence test to indicate and predict academic achievement has been debated 

(Laher & Cockcroft, 2013). The age of the test-taker influences the ability of an 

intelligence test score to predict academic achievement (Laher & Cockcroft, 2013). 

Although the predictive validity was researched, the statistics of this investigation 

cannot be considered valid due to the significant changes in the South African school 

curriculum since 1992, which was when the predictive validity of the SSAIS-R was last 

investigated (Cockcroft, 2013). 

Subsequently, two additional studies were conducted to determine the validity of the 

SSAIS-R. As previously mentioned, quality of education plays a pivotal role in a 

learner’s development, specifically with language development and fluency. 

Therefore, there was a need to research the applicability of the SSAIS-R for learners 

who had an African mother tongue language because there was an increasing need 
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to use the SSAIS-R on learners whose mother tongue was not English (Cockcroft, 

2013). 

The first study, conducted in 1993, was conducted with 14 and 15-year-old learners 

from private schools who had an African language as their mother tongue (Cockcroft, 

2013). In this study, a sample of 105 learners were included, with 35 children having 

English as their home language and 70 learners with an African language as their 

home language (Cockcroft, 2013). All 105 children were considered to have 

reasonable proficiency in English, as confirmed by their performance on a Scholastic 

Achievement Test in English (Cockcroft, 2013). When the two groups of learners were 

compared, the learners who had English as their home language performed 

significantly higher than those who had an African language as their home language 

(Cockcroft, 2013). 

This study also revealed that the performance of the learners who had an African home 

language were equivalent to that of the non-environmentally disadvantaged norm 

group (Cockcroft, 2013). However, the small sample size may have influenced these 

findings (Cockcroft, 2013). This study led to the recommendation the environmentally 

disadvantaged norm group should be used if a child is not tested in their home 

language (Cockcroft, 2013). This study also revealed that the SSAIS-R was shown to 

be reasonably reliable for learners who did not speak English as their home language 

but had some proficiency in English (Cockcroft, 2013). 

The second study, conducted in 1997, was conducted with learners with an African 

language as their mother tongue and who attended Model C schools (Cockcroft, 

2013). This study comprised a similar sample size to the first study. It provided the 

same results and conclusions regarding the applicability of the SSAIS-R for learners 

who have an African language as their home language (Cockcroft, 2013). 

Furthermore, Cockcroft and Blackburn (2008) conducted a study to determine the 

efficacy of the SSAIS-R in predicting reading ability compared to the Neale Analysis 

of Reading Ability- Revised. The study consisted of 32 Grade 2 boys and 32 Grade 2 

girls from private schools in Gauteng (Cockcroft & Blackburn, 2008). Due to time 

constraints, only selected subtests from the SSAIS-R were used, namely the 

Vocabulary, Similarities, Story Memory, and Coding subtests (Cockcroft & Blackburn, 
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2008). This study found significant correlations between the Vocabulary and 

Similarities subtests and the Neale for both samples (Cockcroft & Blackburn, 2008). 

Additionally, a correlation was found between the Memory subtest and the Neale 

within the girls' sample (Cockcroft & Blackburn, 2008). However, no correlation was 

found between the Coding subtest and the Neale (Cockcroft & Blackburn, 2008). 

Lastly, the boys scored higher than the girls on the Vocabulary and Similarities 

subtests on the SSAIS-R and the Reading Comprehension component of the Neale. 

In contrast, the girls scored higher on the non-verbal Coding subtest on the SSAIS-R 

(Cockcroft & Blackburn, 2008). 

As previously mentioned, various demographic variables influence a child's 

development and intellectual and psychological functioning (Laher & Cockcroft, 2013). 

Studies focusing on the effect of demographic variables on the SSAIS-R, namely 

gender and language, were conducted (van Eeden, 1997; van Eeden & Visser, 1992). 

Although these are two crucial variables, there is a notable gap in local research 

focusing on the influence of other variables such as SES, quality of education and 

level of parental education. 

Despite the valid research that has been discussed, limited recent studies have been 

conducted on the psychometric properties of the SSAIS-R (Cockcroft, 2013). This is 

needed due to the significant changes in the demographics and school curriculum in 

South Africa since the test was last revised. 

2.7 CONCEPTUAL FRAMEWORK 

This study made use of the psychometric approach to intelligence as a model that 

defines intelligence as a combination of abilities measured by mental tests (Sternberg, 

2020). Furthermore, intelligence is defined by the theoretical definition of intelligence 

as determined by the specific tests used (van Eeden & de Beer, 2019). The 

psychometric constructs that will be discussed, focus on validity, reliability and 

fairness. These constructs provide insight into the meaningfulness, appropriateness 

and usefulness of psychometric tests, specifically focusing on the SSAIS-R. 

Validity in psychometrics is concerned with the nature of the construct measured and 

how well it measures the construct (Coaley, 2014; Frey, 2018). A psychometric test 

can be considered valid if it measures the constructs it claims to measure (Coaley, 
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2014). Validity is an essential construct in psychometric tests for the results to be 

accurately applied and interpreted (Coaley, 2014; Frey, 2018). Validity is relevant for 

this study in reference to whether the participants are of the view that the subtests of 

the SSAIS-R measure what they are meant to be measuring and, therefore, produce 

valid test results. 

With the use of international tests and tests that have been adapted and translated, a 

few aspects can cause a test not to be valid, such as the cultural context and language 

of the test (Daouk-Oyry & Zeiniun, 2017). When a test is translated, the new version 

needs to be valid for the target cultural group of the test-taker (Daouk-Oyry & Zeiniun, 

2017). Therefore, construct equivalence needs to be determined to establish whether 

the different language tests measure the same construct within each culture (Daouk-

Oyry & Zeiniun, 2017). 

Another factor that can influence the validity of a test is that when an international test 

is used, the cultural context needs to be considered (Daouk-Oyry & Zeiniun, 2017). It 

needs to be determined if the construct exists in the target culture, and if it does exist, 

it needs to be determined if the construct is defined and manifested in the same 

manner within both cultures (Daouk-Oyry & Zeiniun, 2017). This is linked to conceptual 

bias, which is the relevance of the content of each item to the target culture (Daouk-

Oyry & Zeiniun, 2017). Therefore, the content of tests also needs to be adapted to be 

culturally appropriate and fair to ensure the validity of a test (Daouk-Oyry & Zeiniun, 

2017). 

Reliability is closely linked with consistency. Reliability is the extent to which a 

measuring instrument produces test results that are repeatable and consistent across 

independent settings (Frey, 2018; Roodt, 2019). Reliability in psychometrics is 

concerned with how measurement results are unaffected by random error 

(Coulacoglou & Saklofske, 2017). A test is considered reliable if the results are 

consistent across different testing occasions and with different test editions 

(Coulacoglou & Saklofske, 2017). Reliability will ensure that the test results of the 

SSAIS-R are considered consistent to determine the relevance and usefulness of the 

SSAIS-R in different contexts. 
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Due to the multicultural context of South Africa, fairness with a specific focus on 

cultural fairness is a necessary construct to determine the appropriateness of the 

SSAIS-R for use in the diverse multicultural contexts. Fairness is a crucial quality of a 

test which can be defined as the equal treatment of all test-takers and the absence of 

measurement bias (Banerjee, 2016). Culturally fair tests are tests that are equally fair 

to all cultural groups and are less culturally specific. A culturally fair test should 

accurately provide results that reflect the test-taker’s ability regardless of their cultural 

background (Cocodia, 2014). 

2.8 SUMMARY 

This chapter provided an overview of the challenges experienced with intelligence 

testing in South Africa and highlighted the various factors that may influence test 

performance and achievement. After reviewing the literature, it is evident that there is 

limited recent research conducted on the use and relevance of the SSAIS-R within a 

South African context, particularly from the perspectives of educational psychologists 

(Cockcroft, 2013). By exploring educational psychologists' experiences using this test, 

the advantages, possible challenges and benefits of using this test can be identified. 
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CHAPTER 3: RESEARCH DESIGN AND METHODOLOGY 

 

3.1 INTRODUCTION 

This chapter focuses on the underlying meta-theoretical and methodological 

paradigms that were used to guide this study. This chapter also provides a 

comprehensive description of the research design with a specific focus on the 

selection of the participants, the procedures that were used to generate data and how 

the data were documented. Furthermore, a clear description is given of how the data 

were analysed and interpreted. Lastly, the study’s trustworthiness and a description of 

how ethical considerations were followed are discussed. 

3.2 UNDERLYING PARADIGM AND RESEARCH APPROACH 

This study’s meta-theoretical and methodological paradigms are discussed in the 

following section. 

3.2.1 Meta-theoretical Paradigm 

The epistemological approach that was used in this study is interpretivism. 

Interpretivism is the belief that truth and knowledge are subjective and situated within 

a cultural context (Ryan, 2018). Interpretivism is considered to have a ‘relativist’ 

ontological paradigm; therefore, it is based on people’s experiences and their 

understanding of the experiences (Ryan, 2018). Furthermore, a phenomenon is 

considered to have multiple realities, and meaning making is made and reconstructed 

through the interactions between the researcher and the participants (Kivunja & Kuyini, 

2017). 

The subjective epistemology of interpretivism assumes that reality is socially 

constructed (Kivunja & Kuyini, 2017). Therefore, the researcher makes meaning of the 

data that has been collected through their thinking and cognitive processes, which is 

informed by the interactions with the participants (Kivunja & Kuyini, 2017). 

Researchers using an interpretivism perspective seek to gain a deeper understanding 

of the phenomenon within its unique context (Ryan, 2018). 
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According to Maree (2016), the interpretivist paradigm is based on five assumptions. 

The first assumption is that individuals’ experiences and beliefs are unique and 

context-specific, thus, interpretivism focuses on individuals’ subjective experiences 

and how individuals construct the social world (Maree, 2016). The second assumption 

is that reality is socially constructed rather than objectively determined. Therefore, 

observing individuals within their social contexts allows for a greater understanding of 

their perceptions and beliefs (Maree, 2016). The third assumption is that individuals 

are the main source of meaning (Maree, 2016). Therefore, understanding the meaning 

that individuals ascribe to their contexts can be understood by observing their activities 

and the meanings that they place on these activities (Maree, 2016). 

The fourth assumption is that human behaviour is affected by understanding and 

perceptions of the social world (Maree, 2016). This assumption proposes that there 

are multiple realities of phenomena which can also differ across time and place 

(Maree, 2016). The final assumption is that a researcher’s understanding of 

phenomena influences the research process, including the type of research questions 

that are asked and how research is conducted (Maree, 2016). 

A strength of interpretivism is the in-depth explorations and detailed descriptions that 

it creates (Maree, 2016). The interactions with participants allow for rich, in-depth and 

detailed data allowing for a meaningful understanding of the phenomenon (Pham, 

2018). Furthermore, interpretivism enables the researcher to conduct interviews in a 

more natural setting, leading to more authentic responses from the participants (Pham, 

2018). However, it is also vital to consider the limitations of interpretivism. 

A limitation is that interpretivism aims to obtain an in-depth understanding and 

knowledge of the phenomenon from a specific context which does not allow for the 

results to be generalised (Pham, 2018). However, this study aimed to have an in-depth 

understanding of the experiences of the two psychologists in this study with using the 

SSAIS-R, and the researcher did not seek to generalise the results but rather to 

achieve transferability of the results. A second limitation is that the ontological view of 

interpretivism is considered subjective rather than objective, which suggests that the 

results are affected by the researcher’s interpretation, personal beliefs and ways of 

thinking which can cause bias (Pham, 2018). This was mitigated in this study by 

continuous reflections in the field notes. 
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3.2.2 Methodological Paradigm 

This study made use of a qualitative methodological paradigm. Qualitative research is 

scientific research that allows the researcher to explore, interpret and understand a 

phenomenon from the meaning that people ascribe to the phenomenon (Aspers & 

Corte, 2019). Qualitative research is considered to be interpretive and subjective in 

nature (Wagner et al., 2012). The focus is on linguistic data rather than numerical data, 

and it makes use of meaning-based data analysis as opposed to statistical data 

analysis (Maree, 2016). Furthermore, qualitative research requires extensive 

observation and explanations, and it assumes that it is impossible to specifically define 

what elements are valuable and what elements should be excluded (Queiros et al., 

2017). 

Creswell and Poth (2017) highlight various key characteristics of qualitative research. 

Firstly, qualitative research is conducted in a natural setting where researchers obtain 

relevant information by talking directly to people and observing their behaviour 

(Creswell & Poth, 2017). Secondly, the researcher is viewed as the key instrument as 

they collect the data themselves through observations and interviewing participants 

(Creswell & Poth, 2017). Additionally, qualitative research involves multiple data 

collection methods, such as conducting interviews, observations and documents 

(Creswell & Poth, 2017). Therefore, qualitative research does not rely on a single data 

source (Creswell & Poth, 2017). Once the data has been obtained, researchers review 

and make sense of the data by organising it into themes or categories (Creswell & 

Poth, 2017). 

Thirdly, qualitative research involves complex reasoning through inductive and 

deductive logic, meaning that the patterns, themes and categories are organised from 

the “bottom-up” approach in an inductive process (Creswell & Poth, 2017). 

Furthermore, qualitative data is context-dependent, and it is essential to understand 

the contextual factors and the influence that these have on the participants’ 

experiences (Creswell & Poth, 2017). Lastly, qualitative research is emergent; 

therefore, the initial plan and outline for the research process cannot be tightly 

prearranged as all the phases of the process may alter once the data collection begins 

(Creswell & Poth, 2017). 
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Strengths of qualitative research include providing complex detailed descriptions of 

the participants’ experiences (Wagner et al., 2012) and consisting of open, exploratory 

research questions (Maree, 2016). The relationship between the researcher and the 

participants tends to be less formal than in quantitative research (Maree, 2016). This 

nature of the research questions and the relationship between the researcher and 

participants allow participants to respond in their own words, share their stories and 

provide more complex answers than simple “yes” or “no” answers (Maree, 2016; 

Wagner et al., 2012). 

Qualitative research is not without limitations. The findings cannot necessarily be 

extended to wider populations because the results are not tested to determine whether 

they are statistically significant or due to chance (Frey, 2018; Ochieng, 2009). The 

data collected can also be interpreted in various ways, changing the meaning of the 

results, and the data is not objectively verifiable (Choy, 2014). The researcher can 

negatively influence the data collected, and therefore, the researcher requires specific 

skills for the observation and interview process (Choy, 2014). However, the method of 

triangulation can be used to overcome the limitations mentioned above. 

3.2.3 Justification for the Interpretive Paradigm 

As previously mentioned, interpretivism is considered to have a ‘relativist’ ontological 

paradigm; therefore, it is based on people’s experiences and their understanding of 

the experiences. Likewise, in this study, the researcher believed that each participant 

had valuable and differing experiences regarding the value of the SSAIS-R in their 

contexts, therefore, influencing their opinions and viewpoints regarding the SSAIS-R. 

These personal viewpoints were beneficial in informing the purpose of this study in 

understanding the relevance of the SSAIS-R. 

By implementing the interpretive belief of acknowledging multiple realities, the 

researcher obtained two psychologists’ experiences, which contributed to a more in-

depth and valuable understanding of their use of the SSAIS-R. The use of the 

qualitative approach allowed the use of open-ended and flexible research questions 

which led to content-rich and detailed responses from the participants. 
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Furthermore, these paradigms emphasise the importance of personal bias. Therefore, 

throughout the study, the researcher ensured that she was aware of any personal 

biases and beliefs and how these might have influenced the analysis and interpretation 

of the results by making use of field notes. The researcher also stated her assumptions 

at the onset of this study and ensured that the data analysis was thorough and 

objective. 

3.3 RESEARCH DESIGN 

An exploratory case study design was used for this research study. Case studies are 

used to explore and describe phenomena in the everyday contexts in which they occur 

(Yin, 2018). Case study research may follow a qualitative research approach where 

the researcher explores a case through detailed, in-depth data collection methods 

consisting of multiple sources of information (Creswell & Poth, 2017; Frey, 2018; 

Maree, 2016). This ensures that the phenomenon is explored through various lenses, 

thus allowing for various aspects of the phenomenon to be explored and understood 

(Maree, 2016). Furthermore, this method is ideal for various epistemological 

orientations, specifically within an interpretivist paradigm (Yin, 2018). 

Exploratory research aims to answer “what” and “how” questions (Yin, 2018). Case 

studies can lead researchers to attempt to answer questions that may be too broad, 

resulting in the researcher becoming unfocused (Maree, 2016). To avoid this, 

boundaries can be put in place that include time and place, time and activity and 

definition and context (Frey, 2018; Maree, 2016). 

An advantage of the case study design is that it allows for close collaboration between 

the researcher and the participants, which facilitates the process of the participants 

sharing their experiences and viewpoints (Maree, 2016). Another advantage is that in-

depth and detailed information can be obtained, leading to a deeper understanding of 

the explored phenomena (Yin, 2018). This was beneficial as limited current research 

has been conducted on the value of the SSAIS-R from the perspectives of the 

psychologists who use this instrument regularly. 

A limitation of the case study design is that it does not allow for findings to be 

generalised (Yin, 2018). However, this study aimed to gain a deeper understanding of 

the views of the two participants, and it was never intended to generalise the findings 
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but rather to provide an in-depth understanding of educational psychologists’ 

viewpoints on their use of the SSAIS-R. Case studies are also criticised for lacking 

scientific rigour (Creswell & Poth, 2017; Crowe et al., 2011). To mitigate this, member 

checking was used throughout the research process. 

3.4 BINDING THE CASE 

As previously mentioned, binding the case allows the research to establish parameters 

in a study, therefore avoiding the risk of gathering and analysing copious amounts of 

information and data (Baxter & Jack, 2008; Njie & Asimiran, 2014). Boundaries include 

time and place, time and activity and definition and context (Maree, 2016). 

This study was bound in terms of activity and context. Regarding activity, the 

participants were required to willingly participate in a semi-structured interview where 

they were provided with an opportunity to share their experiences and viewpoints of 

the SSAIS-R. The context required the participants to work in the South African context 

with diverse clients to provide insight into the relevance of the SSAIS-R for their clients. 

Therefore, this study used purposive sampling to select the participants. Purposive 

sampling is a nonprobability sampling technique (Etikan et al., 2016). In nonprobability 

sampling, randomisation of participants is not essential and subjective methods are 

employed to determine the elements that are included in the sample (Etikan et al., 

2016). Purposive sampling is frequently used in exploratory research (Neuman, 2020). 

In purposive sampling, the participants are selected with a specific purpose in mind 

(Neuman, 2020). The participants are selected based on the qualities that they 

possess and those who are proficient and well-informed about the phenomenon 

(Etikan et al., 2016). This made this method suitable for this study as the researcher 

required participants who had experience with using the SSAIS-R and who were able 

to provide rich, detailed content about this phenomenon. 

Two educational psychologists who met the criteria and who were willing to participate 

in this study were selected as the participants. One psychologist was working in private 

practice, while the other was working for the Gauteng Department of Education (GDE). 

The participants were selected with the goal of including participants who could 

provide diverse perspectives and experiences regarding the use of the SSAIS-R. 

Table 3.1 illustrates the demographic information of the participants. 
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The two participants were selected based on the following criteria: 

• Participants must be registered educational psychologists for a minimum of two 

years and working in South Africa. 

• Participants needed to be currently using or had previously used the SSAIS-R. 

• Participants needed to be able to communicate in English. 

A limitation of purposive sampling is that the participants do not represent the entire 

population, and therefore, the results cannot be generalised beyond the sample 

(Acharya et al., 2013; Frey, 2018). However, the researcher’s aim was not to 

generalise the results but rather to have transferability of the findings through rich and 

meaningful data obtained from the participants. A further limitation is that purposive 

sampling can be subject to researcher bias as the researcher selects the participants 

based on specific criteria (Sharma, 2017). However, this limitation was mitigated by 

continuously monitoring personal bias and observations, which were written down in 

the researcher’s field notes. 

3.5 DATA GENERATION 

An exploratory case study design requires multiple sources of data collection (Yin, 

2018); therefore, this study used semi-structured interviews and field notes to gather 

rich data. The following section explains how the interviews were conducted, the value 

of this data collection method and the value of field notes as a method of data 

collection. 

Table 3.1: Demographic information of participants 

 Race Gender Years of registration Demographics of clients 
 
Participant 1: 

 
White 

 
Male 

 
15 Years 

Works in a private practice in an 
affluent area. Most clients attend 
surrounding private schools. 

 
Participant 2: 

 
Indian 

 
Female 

 
2 Years 

Works for the Department of Basic 
Education. Most clients attend 
surrounding government and 
township schools.  
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3.5.1 Individual Semi-structured Interviews 

Semi-structured interviews are purposeful interactions between a researcher and a 

participant to collect data about the participants’ ideas, experiences, viewpoints and 

beliefs (Frey, 2018; Wagner et al., 2012). Semi-structured interviews require an 

interview guide containing predetermined questions to guide the interview (Frey, 2018; 

Wagner et al., 2012). 

The researcher conducted individual semi-structured interviews with the two 

educational psychologists who met the criteria stipulated above. Before proceeding 

with the interviews, the researcher presented the purpose and all other necessary 

information on the study to the two participants. Ethical issues pertaining to 

confidentiality, anonymity and voluntary participation were discussed. They were 

offered the opportunity to ask questions before consenting to be part of this study.  

The interviews took place on two afternoons at a time that was convenient for the 

participants. Before commencing with interviews, rapport was established with the 

participants by engaging in small talk, and a brief outline of the interview procedure 

was discussed.  

The interviews lasted 40 minutes and consisted of eight open-ended questions, which 

allowed the participants to use their own words and provide detailed and narrative 

answers (Yin, 2015). The flexible nature of the semi-structured interviews allowed the 

researcher to ask the participants to elaborate on their responses when necessary. 

The aim was to collect in-depth data about the participants’ perceptions, attitudes and 

experiences about the SSAIS-R to answer the research questions (Maree, 2016). 

3.5.2 Field Notes 

Field notes are used to document important contextual information and are viewed as 

an essential component of rigorous qualitative research (Phillippi & Lauderdale, 2017). 

Field notes enhance the data collection and provide a rich context for the data analysis 

phase of the research study (Phillippi & Lauderdale, 2017). Field notes also provide 

nontextual or auditory information about interviews, which is valuable for 

understanding participant meaning (Phillippi & Lauderdale, 2017). Furthermore, field 

notes offer various functions, such as prompting the researcher to observe the 

environment and interactions closely (Phillippi & Lauderdale, 2017). This allows the 
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researcher to be aware of non-verbal cues, which facilitates further probing of the 

participants, resulting in continuous and meaningful discussions that allow for rich and 

detailed data to be gathered (Phillippi & Lauderdale, 2017). Field notes are a valuable 

source of data and are considered to improve the depth of qualitative findings as body 

language and non-verbal cues can be included in the data transcripts to provide further 

meaning and interpretation of the data (Phillippi & Lauderdale, 2017). 

The abovementioned functions facilitated the researcher’s role during the interviews. 

It allowed for careful observations of the participant’s body language and non-verbal 

cues, which facilitated the flow of the discussions as probing questions and prompts 

were asked based on these cues. The use of field notes ensured that all relevant and 

necessary information provided by the participants were included. Lastly, the field 

notes were compiled in shorthand during the interviews to ensure the accuracy of the 

field notes. 

3.6 DATA DOCUMENTATION 

The following section discusses how data were documented during this study. 

3.6.1 Audio Recordings 

The interviews were recorded with a voice recorder, and consent was obtained from 

the participants before the recordings began. The recordings provided verbatim 

accounts of the interview proceedings and were used in conjunction with the field 

notes. Recording the interviews was valuable as it allowed the researcher to be able 

to actively engage with the participants and facilitate the discussions. 

The audio recordings were then transcribed word-for-word into written format. Once 

the recordings were transcribed, the researcher listened to the audio recordings again 

to ensure that the transcriptions were accurate and reliable. The audio recordings and 

the transcripts were saved in an encrypted password folder. 

3.6.2 Field Notes 

As previously mentioned, field notes were valuable as a data generation source, and 

the use of field notes was also beneficial as a source of data documentation within this 

study. The use of field notes encourages the researcher to reflect and identify any 

personal bias as well as increases the rigour and trustworthiness of a study (Phillippi 
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& Lauderdale, 2017). Field notes effectively facilitate preliminary coding and provide 

essential context that aids data analysis (Phillippi & Lauderdale, 2017). 

Phillippi and Lauderdale (2017) suggest key aspects and information that should be 

included in field notes to ensure optimal use as a form of data documentation. These 

aspects include pre-interview planning notes, the date and setting of the interviews, 

demographic information and critical reflections after the interviews have been 

conducted (Phillippi & Lauderdale, 2017). 

Before the interviews commenced, pre-planning notes were made which consisted of 

planning the interview structure as well as possible follow-up questions to be asked. 

This facilitated the discussions and allowed for prompts and probes to ask further 

questions. To ensure the effectiveness of the field notes, they were compiled during 

the interviews in shorthand and directly after to prevent any important information from 

being omitted. As mentioned above, demographics are important to include in the field 

notes. In this study, the demographic information included information about the 

participants and also their clients’ demographics. 

Lastly, critical reflections are essential to include in field notes. Critical reflections 

provide the researcher with an opportunity to evaluate their performance, feelings and 

potential biases that they may have (Phillippi & Lauderdale, 2017). These reflections 

were noted down directly after the interviews had finished. 

3.7 DATA ANALYSIS AND INTERPRETATION 

This study made use of inductive thematic analysis. Inductive analysis is a method of 

coding the data without using a pre-existing coding frame and is data-driven (Braun & 

Clarke, 2006). Thematic analysis is the process of identifying various patterns or 

themes within qualitative data (Maguire & Delahunt, 2017; Wagner et al., 2012). It 

organises and describes the data in detail (Braun & Clarke, 2006). Thematic analysis 

aims to identify themes that are obtained from the data to address and answer the 

research questions (Maguire & Delahunt, 2017). A theme illustrates something 

significant or interesting about the data concerning the research questions (Braun & 

Clarke, 2006; Maguire & Delahunt, 2017). 
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Thematic analysis consists of a six-phase analytic process: familiarisation with the 

data, generation of data codes, construction of themes, reviewing of potential themes, 

defining and naming themes, and producing the report (Willig & Stainton-Roger, 2017). 

The six phases are considered to be an iterative and recursive process, allowing the 

researcher to move back and forth between them (Willig & Stainton-Roger, 2017). The 

first phase consists of reading and rereading the entire textual data as well as listening 

to the audio recordings for the researcher to become familiar with the data and to be 

able to identify relevant ideas (Braun & Clarke, 2006). This is illustrated in figure 3.1. 

 

 

 

 
 

 

 
 

 

 

 

 

Figure 3.1: Stage one 

 

Data codes are generated during the second stage by identifying interesting and 

repeated patterns within the data items (Braun & Clarke, 2006). This involves 

systematic coding of the data in a meaningful and methodical manner. An effective 

way to complete this stage is to use line-by-line coding in the data (Maguire & 

Delahunt, 2017). This is illustrated in figure 3.2. 
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Figure 3.2: Line-by-line coding 

 

The third phase involves searching for broad themes within the data and integrating 

all the relevant data into the potential themes (Braun & Clarke, 2006). For the fourth 

phase, the researcher needs to ensure that the data that has been organised into 

themes is coherent and meaningful (Braun & Clarke, 2006). It is also essential to 

ensure that there are clear distinctions between the themes and to ensure that 

potential themes have not been excluded in the earlier coding phase (Braun & Clarke, 

2006). These steps are illustrated in figure 3.3. 

 
 

 

 

 

 

 

 

 

 

Figure 3.3: Themes and sub-themes 
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In the fifth stage, the themes and possible sub-themes are defined. There are 

continuous reflections on how the themes relate to the research questions in this 

phase, and definitions and names are given for the themes (Braun & Clarke, 2006). 

For the final phase, the themes are analysed for the last time, the analysis is related 

to the research questions and existing literature, and a report is written (Braun & 

Clarke, 2006). These steps are illustrated in figure 3.4. 

 

 

 

 

 

 

 

 

 

 

Figure 3.4: Stage 5 

 

Inductive thematic analysis was suitable for this study as the flexible nature of thematic 

analysis allows for it be used within most theoretical frameworks (Willig & Stainton-

Roger, 2017). This flexibility further allows for thematic analysis to be suitable for 

various data collection strategies (Willig & Stainton-Roger, 2017). 

Furthermore, it is a valuable method for identifying the different perspectives of the 

participants (Nowell et al., 2017). Thus, it was beneficial for this study as it allowed 

each participant’s valuable viewpoints and experiences to be analysed. 

3.8 TRUSTWORTHINESS OF THE STUDY 

Trustworthiness is an essential part of qualitative research studies, which refers to the 

scientific rigour of the research design and the applicability of the research methods 

used within the study (Rose & Johnson, 2020). Trustworthiness can be gauged by the 
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use of five criteria: credibility, transferability, dependability, confirmability and 

authenticity (Gunawan, 2015; Korstjens & Moser, 2018; Wagner et al., 2012). 

3.8.1 Credibility 

Credibility refers to the extent to which research findings represent accurate and 

credible information provided by the participants (Korstjens & Moser, 2018). It also 

refers to the accuracy of interpreting the participant’s viewpoints and opinions 

(Korstjens & Moser, 2018). Various strategies can be employed to ensure credibility, 

such as continual engagement, constant observation, triangulation and member 

checking (Korstjens & Moser, 2018). 

Before commencing this study, the researcher familiarised herself with the research 

field by conducting extensive research into the existing literature regarding intelligence 

testing, explicitly focusing on intelligence testing within the South African context. The 

method of triangulation was also used to enhance the credibility of this study. 

Triangulation is the use of multiple data sources (Korstjens & Moser, 2018). Data were 

obtained through semi-structured interviews, observations and field notes. To ensure 

that the participants provided honest and accurate responses, they agreed to voluntary 

participation. They were allowed to withdraw from the study at any stage of the 

research process. 

Lastly, member checking is the process of sending the analysis of the data obtained 

to the participants for them to check if the opinions and viewpoints that they provided 

were interpreted correctly (Korstjens & Moser, 2018). This ensures that the 

researcher’s interpretation and analysis of the data are correct (Korstjens & Moser, 

2018). The participants were given the opportunity to review and verify if their views 

were accurately interpreted. 

3.8.2 Transferability 

As previously mentioned, a limitation of case studies is that it does not allow for 

findings to be generalised (Yin, 2018), therefore making transferability important for 

qualitative studies. Transferability is the degree to which the research study findings 

can be applied to different contexts or settings with different participants (Korstjens & 

Moser, 2018). Transferability is also achieved when the researcher provides a thick 
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description of the participants’ viewpoints and the research process (Korstjens & 

Moser, 2018). 

To enhance the transferability of this study, rich and detailed explanations regarding 

the phenomenon have been provided. This ensures clarity of the research findings 

and allows this study to be reproduced in similar settings or contexts (Korstjens & 

Moser, 2018). Furthermore, to increase the transferability of this study, the researcher 

made use of purposive sampling, and clear inclusion criteria were stipulated (Etikan 

et al., 2016). 

3.8.3 Dependability 

Dependability refers to the stability of the research findings over time; thus, the extent 

to which the research study would generate similar results if the study were to be 

repeated (Korstjens & Moser, 2018). An audit trail is one strategy to ensure 

dependability (Carcary, 2020). An audit trail involves transparently describing the 

research steps taken at the beginning of the research study right through to the 

development and findings of the study (Korstjens & Moser, 2018). 

The researcher provided an audit trail of this research study by documenting the entire 

research process. Field notes have also been included. The field notes included the 

researcher’s observations, personal reflections and verbatim transcriptions of the 

participants’ contributions. Furthermore, the researcher engaged in continuous 

reflective sessions with her supervisor to monitor her progress as well as the 

consistency and cohesiveness of the study. 

3.8.4 Confirmability 

Confirmability is the degree to which other researchers can confirm the findings of a 

research study; thus, the findings are based on participants’ experiences and 

viewpoints rather than the researcher’s viewpoints (Korstjens & Moser, 2018). Similar 

to transferability, confirmability can be ensured through the use of triangulation, 

member checking, an audit trail and triangulation (Korstjens & Moser, 2018). The 

researcher made use of triangulation to mitigate personal bias during the research 

study. 
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As previously mentioned, the researcher provided a detailed audit trail highlighting the 

research process which enhances the confirmability of this study. Lastly, the 

researcher ensured that she remained transparent throughout the study, which was 

achieved through the detailed field notes. 

3.8.5 Authenticity 

Authenticity refers to the extent to which the findings are fairly and accurately 

represented (Korstjens & Moser, 2018). The researcher provided thick and detailed 

descriptions of the participants’ perspectives and experiences and verbatim responses 

to enhance the authenticity of this study (Rose & Johnson, 2020). As stated earlier, 

the researcher used audio recordings to ensure that the participants’ exact words were 

captured. The participants were given an opportunity to read through the analysis to 

determine the accuracy of the analysis and transcription of the results. 

3.9 ETHICAL CONSIDERATIONS 

Ethical considerations must be considered during every stage of the research process 

(Frey, 2018; Wagner et al., 2012). To ensure that the researcher adhered to the 

necessary ethical considerations throughout this study, the guidelines set by the 

University of Pretoria and the Health Professions Council of South Africa (HPCSA) 

were followed. The core values of the HPCSA guidelines that were followed in this 

study included respect, the well-being of the participants, beneficence, truthfulness, 

confidentiality and autonomy of the participants (HPCSA, 2016). In the following 

section, the researcher explains how the abovementioned values were adhered to in 

this study. 

3.9.1 Permission to Conduct Research, Informed Consent and Voluntary 
Participation 

Before conducting the research, the researcher submitted her research proposal to 

the Ethics Committee of the Faculty of Education at the University of Pretoria and 

obtained ethical clearance to commence this research study. 

Furthermore, participants’ safety and rights must always be considered (Frey, 2018; 

Wagner et al., 2012). To ensure the safety and protect the rights of the participants, 

the researcher obtained informed consent from the participants. Informed consent is 
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an agreement made by individuals willing to participate in a research study after being 

informed of the benefits, risks and requirements of the research study (Frey, 2018). 

Before the participants gave informed consent, the researcher provided the 

participants with details of the purpose and process of the research study. Their role 

in the study and what was expected of them was explained. This was presented 

verbally and in written format in the consent letter form. 

The participants were informed that their participation was voluntary and that they had 

the right to withdraw from the study at any stage of the research without any 

consequences to them. Lastly, the researcher obtained consent that audio recording 

was allowed to be used during the interviews. Once the participants volunteered to be 

part of this study, they were asked to complete and sign the consent letters before the 

data generation began. 

3.9.2 Privacy, Confidentiality and Anonymity 

Privacy and confidentiality in research ensure that private and personal data which 

can lead to the participants being identified will not be used in the research report 

(Willig & Stainton-Roger, 2017). Confidentiality is the privacy of the participant’s 

personal information (Frey, 2018; Neuman, 2020). 

Throughout this study, the researcher ensured the confidentiality of the participants by 

ensuring that their identities were not identifiable. This was achieved by using 

pseudonyms instead of their real names. All the data documentation, namely the audio 

recordings and field notes, were saved in an encrypted password folder which was 

only accessible to my supervisor and me. 

3.9.3 Respect, Integrity and Truthfulness 

Respect, integrity and truthfulness were adhered to throughout the study. The 

participants were provided with opportunities to ask questions or raise any concerns 

that they may have had throughout the study. 

3.10 SUMMARY 

This chapter discussed the meta-theoretical and qualitative research paradigms 

underlying this study. This chapter also reviewed the research design by illustrating 

how the study was conducted as well as the benefits of the different methods that were 
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employed. Lastly, it was explained how this study’s trustworthiness was met and what 

ethical considerations were adhered to throughout this study. 
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CHAPTER 4: FINDINGS OF THE STUDY 

 

4.1 INTRODUCTION 

In this chapter, the findings of this study are reported. This chapter presents the data 

over three themes and six sub-themes. Theme 1 relates to the relevance of the SSAIS-

R, Theme 2 relates to the benefits of the SSAIS-R and Theme 3 relates to the concerns 

and challenges that the two participants have with using the SSAIS-R. 

Table 4.1 provides an overview of the three themes and the related sub-themes. 

Themes 

 
Sub-themes 

Theme 1: Relevance Sub-theme 1.1: Value as an IQ test 

Sub-theme 1.2: Contextual relevance 

Theme 2: Benefits Sub-theme 2.1: Affordability 

Sub-theme 2.2: Time 

Theme 3: Concerns and challenges  Sub-theme 3.1: Outdated content 

Sub-theme 3.2: Norms 

 

The following section discusses the themes that emerged from the data analysis. 

Section 4.3 discusses the findings of the study within the context of literature. 

Table 4.1: Overview of themes and sub-themes 
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4.2 RESULTS OF THE STUDY 

The definitions for each theme, sub-theme and inclusion criteria are presented. The 

findings are supported by the extracts from the two interviews. 

4.2.1 Theme 1: The Relevance of the Senior South African Individual Scale 

During the interviews, the participants were asked to share their views about how 

relevant they believed the SSAIS-R was for the clients they assessed. With regard to 

relevance, two sub-themes were identified. The two sub-themes include the relevance 

in terms of the value of the SSAIS-R as an IQ test and the contextual relevance of the 

SSAIS-R. In the section that follows, the data will be presented in sub-themes: value 

as an IQ test and contextual relevance. 

4.2.1.1 Sub-theme 1.1: Value as an IQ test 

Table 4.2 provides a working definition of the value as an IQ test and the inclusion 

criteria used for sub-theme 1.1. 

WORKING DEFINITION: Value as an IQ test 

The main purpose of intelligence testing is to identify an individual’s strengths and weaknesses and 
inform diagnoses as well as interventions for children and adults (Frey, 2018). Intelligence tests provide 
scores for various cognitive processes such as language fluency, working memory, abstract thinking 
and problem-solving (Frey, 2018). These scores are combined to provide an overall Full-Scale IQ (Frey, 
2018).  

INCLUSION CRITERIA1 

Keywords and phrases that were used to identify data that aligned with this sub-theme were the 
following: assesses cognitive potential; usefulness; use in concessions; time to administer; favourable 
comparisons of the SSAIS-R with the WISC in terms of research and standardisation; and comparisons 
of the norms of the WISC and the SSAIS-R. 

 

1 The inclusion criteria will refer to the data that was included, and the exclusion criteria refer to the data 
that falls outside the inclusion criteria. 

Table 4.2: Working definition and inclusion criteria for sub-theme 1.1 
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When discussing the value of the SSAIS-R as an IQ test, the participants had mixed 

viewpoints. One participant felt that the SSAIS-R had great value for measuring IQ 

and that it was still very useful. The other participant was ambiguous in her viewpoints 

regarding the value of the SSAIS-R. The participant who felt that the SSAIS-R still had 

value indicated the following: 

So, it (SSAIS-R) still gives us a good idea of cognitive potential, I think (P1, 

L160–161). 

There is a lot of value in the SSAIS-R because it allows you to be able to 

diagnose and understand the whole picture (P1, L454–457).2 

So again, with Afrikaans speaking kids, it tests, it gives us a pretty good idea 

of, so if the kids are strong language based, they tend to do well. If they 

struggle with languages, they struggle. So, I still feel it’s quite valid in terms of 

creating an idea of where their strengths lie, the more non-verbal, verbal (P1, 

L145–152).3 

When comparing the WISC and the SSAIS-R, participant 1 also discussed the value 

of the SSAIS-R in terms of the norms. He believed the SSAIS-R norms were preferable 

to the WISC norms, which tended to disadvantage some children. He stated the 

following in this regard: 

You will see with the WISC, the UK norms are strict, kids don’t easily do well 

on it unless they are functioning on a very high level. So that’s where one 

weighs up and kind of looks at the context (P1, L509–514). 

 

 

2 After every quote, the letter “P” followed by a number represents which participant articulated the 
response. After the comma, the letter “L” followed by a number range indicates the line reference as 
illustrated in the transcription of the two interviews (refer to Appendix D). 

3 Data is reported mostly verbatim but light editing was done to facilitate the understanding of the data 
captured while ensuring that the authenticity of the data remained. 
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Participant 1 further indicated his preference for using the SSIAS-R for Afrikaans 

speaking children because of the norms for Afrikaans speaking children, which was 

fairer than when assessing them compared with the WISC and UK norms. The 

following illustrated his viewpoint: 

So, I use it with my Afrikaans speaking kids always. You’ll find that the WISC 

is standardised in English and with a UK norm base (P1, L46–49). 

But if you take the WISC and you test an Afrikaans kid, whose first language 

is Afrikaans, they are going to take strain (P1, L75–78). 

Participant 1 further believed that the SSAIS-R was relevant because it was the only 

IQ test for Afrikaans speaking children that was acknowledged by the Independent 

Examinations Board (IEB) when applying for IEB concessions: 

With IEB concessions, they have got specific tests that you need to use (P1, 

L361–363). So that’s the thing where you see its usefulness because that’s 

the only one that is there for the Afrikaans kids. So, they accept it for Afrikaans 

kids and English kids, you can do the SSAIS-R for an English-speaking kid 

(P1, L366–371). 

Participant 2, who expressed a more ambivalent view about the value of the SSAIS-

R, felt that the WISC provided more insight into cognitive potential. She stated the 

following:  

The WISC gives you more information and more insights into understanding 

the child, and you know in terms of where is their cognitive potential, what is 

the strengths and the weaknesses (P2, L739–743). 

Although participant 2 believed that the SSAIS-R provided less information about 

cognitive potential when compared to the WISC, she commented on it in terms of the 

administration time. Participant 2, who was employed as a psychologist by the 

Department of Basic Education (DBE) in Gauteng, had to perform a large number of 

assessments in the shortest possible time. Due to the high number of assessments 

that needed to be completed, she preferred the SSAIS-R, which had a shorter 
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administration time when compared to the WISC. She stated the following in this 

regard: 

Because it’s 90 minutes per client (P2, L683–684). So, when looking at the 

number of referrals and looking at the other instruments that you got to use, 

we are still using SSAIS-R more frequently unfortunately because of the 

number of assessments you know that need to be done (P2, L763–769). 

Participant 1 also compared the value of the SSAIS-R to the WISC, and he believed 

that the SSAIS-R could be more valuable if it was updated regularly and aligned with 

more current research like the WISC. He stated the following: 

That’s where standardisation is useful so like you kind of restandardise it and 

you change, adapt it a bit so that’s where maybe the fault lies, you know it’s 

not updated enough because if you look at the WISC, I think they update it, 

I’m not exactly sure and I will have to just double check but they do it every so 

often (P1, L94–102). 

So, if they (SSAIS-R norms) were updated I think you know it would be good 

to continue with the alignment with what we are seeing with the WISC (P1, 

L207–210). For me, the way (the WISC-V) it’s set up and the research behind 

it, I just find it’s more updated (P1, L532–534). 

Participant 1 also compared the diagnostic value of the SSAIS-R with that of the WISC. 

He was of the opinion that the various scales on the WISC that counted toward the 

child’s Full Scale IQ score offered more insight into how areas of weakness influenced 

children’s cognitive abilities. He stated the following: 

But with the WISC, they add the processing speed, working memory and the 

visual processing speed part of your full-scale score (P1, L174–178) (also 

refer to P1, L537–552).4 

  

 

4 For conciseness, the quotes that best illustrate the results are used and thereafter, reference is made 
to additional quotes that further support the results (refer to Appendix D). 
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So, you got your ability index, and the kid might have like above average but 

because they process slowly, visually, auditory or concentration issues and 

you add those scores, suddenly the IQ is average, so it makes sense that the 

kid is doing average at school (P1, L180–186). 

Participant 1 further believed that the SSAIS-R had less application value for 

diagnostic purposes when compared to the WISC because the scores of the two 

additional tests, namely Memory for Digits and Coding, were not added to the 

composite scale scores. Therefore, it did not allow the clinician to evaluate how these 

two subtests influenced the child’s cognitive functioning. He stated the following: 

But with the SSAIS-R, those processing speed ones are separate, they are 

not combined with the full-scale score. So in the past, the kids would score 

very high on the IQ on the SSAIS-R, but they would still struggle at school (P1, 

L180–192). 

Participant 1 was of the view that if the aforementioned problem could be addressed, 

it would add value to the diagnostic use of the SSAIS-R. He stated the following in this 

regard: 

So, if they were updated, I think you know it would be good to continue with 

the alignment with what we are seeing with the WISC-V in terms of bringing 

in the processing speed index as a full-scale score because it kind of puts that 

into perspective as to why kids struggle (P1, L207–213). 

While discussing the value of the SSAIS-R as an IQ test, the participants also referred 

to the contextual relevance of the SSAIS-R, which is discussed next in sub-theme 1.2. 

4.2.1.2 Sub-theme 1.2: Contextual relevance 

Table 4.3 provides a working definition of the contextual relevance and the inclusion 

criteria used for sub-theme 1.2. 
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WORKING DEFINITION: CONTEXTUAL RELEVANCE 

A context can be described in terms of a social context which includes quality of education, language, 
culture and environmental factors (Foxcroft & Roodt, 2019). The contextual factors within a social 
context are considered to influence a child’s development and intellectual functioning (Laher & 
Cockcroft, 2013). 

INCLUSION CRITERIA 

Keywords and phrases that were used to identify data that aligned with this sub-theme were the 
following: quality of education; role of language; stimulation from home; the client’s community; 
exposure; IEB schooling, ex Mode-C schools; education system; the language used in the WISC; 
relevance of the SSAIS-R for Afrikaans speaking children; and translated versions of the SSAIS-R.  

 

When discussing the use of the SSAIS-R, the participants emphasised the importance 

of understanding the context of their clients before administering the SSAIS-R. The 

participants referred to specific contextual factors, namely proficiency in language and 

exposure to language, quality of education and the input and stimulation received in 

the home environment as they believed these were important factors that needed to 

be taken into consideration. The participants stated the following: 

So, it’s very important to first understand your child exactly and where is your 

child coming from (P2, L743–745). The contextual issues are important here. 

You know the child, the environment the child is coming from (P2, L835–838). 

What type of community is the child in, their stimulation at home (P2, L746–

748). 

So, language for sure, and educational stimulation, input from home (P1, 

L462–463). 

 

Table 4.3: Working definition and inclusion criteria for sub-theme 1.2 
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Participant 1 emphasised the importance of considering the school curriculum when 

deciding to use the SSAIS-R rather than the WISC. Participant 1 believed that the 

WISC may be too difficult for some children in the South African context. Participant 1 

referred to the age that children in the UK started learning to read, which was at four 

years old, allowing for earlier language exposure and stimulation compared to children 

in South Africa. For this reason, he believed that the SSAIS-R was a fairer option, 

especially for children in the Foundation Phase. He stated the following: 

Again, public schools sometimes as well so you know so IEB schools versus 

government schools sometimes if we feel there is a bit of a …, especially 

younger kids are too because it’s standardised in the UK, they start reading 

and exposed to reading and a lot of language stimulation from four years old 

(P1, L108–116). 

So, then it's like maybe in the early grades we use the SSAIS-R because it’s 

a bit fairer in terms of what they have been exposed to, you know. It depends 

on their curriculum (P1, L118–122). 

Participant 2 had similar views and discussed the importance of using an IQ test that 

would be fairer by using what children had been exposed to. She was of the opinion 

that even the SSAIS-R was sometimes too difficult in instances where learners lacked 

exposure. She made the following statements: 

We have to look at something that’s going to be more reliable and fairer to the 

child as well (P2, L931–933). You know the exposure and all those things, 

even the SSAIS-R is a bit too difficult for them than you can imagine (P2, 

L1163–1165). 

Participant 2, who worked at the DBE, agreed with participant 1 that the level of 

education of learners who were in government schools compared to those who were 

in private schools registered with the IEB should be considered when deciding whether 

to use the SSAIS-R or the WISC. She believed very few learners in government 

schools could cope with the level of difficulty of the WISC and that the majority of 

learners she assessed attained higher scores on the SSAIS-R. She stated the 

following: 
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WISC tends to be very difficult for us. We must find that particular child, maybe 

in an ex-Model C school but maybe a highflyer or someone in your normal 

GDE school that will work as well (P2, L648–652). 

WISC is too difficult for them. They can’t manage most of them. The majority 

of the client that we see, they can’t manage that otherwise all of them would 

be cognitively delayed in terms of scores (P2, L924–929). 

Both participants also discussed the importance of considering language. Participant 

1 believed that language and language proficiency could influence test results, 

especially if a client had not had adequate exposure to the language of testing. He 

stated the following:  

So, the input the child gets from home. If the child has just started with school 

and his first language isn’t English and he hasn’t been exposed much to the 

language of testing, that would be a factor (P1, L466–469). 

Participant 2 discussed language exposure concerning the clients she saw, and she 

believed that the WISC was not suitable for many of her clients as the language used 

in the WISC was too difficult for them. She stated the following: 

So, it’s also in terms of language barrier. We have to consider the language 

in the case item in the instrument and we find that in the WISC our children 

really, it won’t be reliable. It won't be accurate actually because they struggle 

with the English and they do not understand most of the terminology in there 

(P2, L627– 635). 

Participant 2 qualified her previous statement by stating that her opinion applies to 

learners from townships and that it may not necessarily be true for learners from other 

contexts. She stated the following in this regard:  

Not everybody, be careful, I’m talking about more your Thembisa, talking about 

certain areas (P2, L1134–1138).  

Yes, those areas it becomes problematic there (P2, L1140–1141). 
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Participant 1, who assessed many Afrikaans speaking clients, expressed the value of 

the SSAIS-R for the clients that he saw, as the SSAIS-R was the only standardised IQ 

test available in Afrikaans. He stated the following: 

It’s mainly for the language necessity that we use the SSAIS-R (P1, L32–33). 

If you go to Afrikaans speaking schools, you will find everyone there will most 

probably use the SSAIS-R (P1, L36–39). They won’t even have the WISC 

because they are not working with English kids (P1, L41–43). 

So, the Afrikaans speaking kids we tend to use it often, or always (P1, L107–

108). I use the WISC for the English kids and the SSAIS-R for the Afrikaans 

kids because there is not really any alternative (P1, L124–127). 

Participant 1 expressed that he was aware that the WISC had been translated into 

Afrikaans. However, he did not use the translated version as he was concerned with 

the validity of the translated version as it had not been standardised. His concern 

regarding the Afrikaans version of the WISC is stated below: 

You’re going to find that you do get some educational psychologists who have 

the WISC and have had it translated or some have picked up a translated 

version of the WISC (P1, L11–14). 

Like some psychologist translated it, but it has not been standardised or 

tested. So personally, I don’t use it because it hasn’t been standardised. I 

mean, it’s like me translating it and googling the Afrikaans word for that word. 

I haven’t tested it (P1, L17–24). 

Both participants also discussed the value of the translated versions of the SSAIS-R. 

Both participants were of the view that the SSAIS-R had been translated into a few 

African languages. They stated the following: 

You get it [the SSAIS-R], it has been translated into African languages (P1, 

L134–135). 

I’ve been speaking to my colleague, they’ve got Northern Sotho I think and 

Xhosa as well (P2, L902–906). 
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Although the participants viewed the translated versions of the SSAIS-R as a benefit, 

participant 2 expressed that the availability of the translated versions did not make it 

completely accessible to the entire population. She justified her views by discussing 

the lack of trained professionals to administer the translated versions and the expense 

of purchasing the test kits of the translated versions. She stated the following: 

But, look in our district, we don’t have people, we don’t have psychologists 

that can administer that. We don’t have the instrument [translated versions of 

the SSAIS-R] because remember, it’s expensive. We’ve got IsiZulu but just 

one (P2, L906–912). 

Theme 1 highlighted the relevance of the SSAIS-R in the South African context. 

Closely linked to relevance are the benefits of the SSAIS-R. These benefits are 

discussed in the next theme. 

4.2.2 Theme 2: Benefits 

This theme captures the participants’ viewpoints on the benefits of the SSAIS-R. When 

discussing the benefits, the participants referred to the accessibility of the SSAIS-R in 

terms of the cost of the test. Another benefit the participants discussed is the 

administration time of the SSAIS-R. This section discusses the two sub-themes of 

theme 2: affordability and time. 

4.2.2.1 Sub-theme 2.1: Affordability 

Table 4.4 provides a working definition of affordability and the inclusion criteria that 

were used for sub-theme 2.1. 

 
Table 4.4: Working definition and inclusion criteria for sub-theme 2.1 

WORKING DEFINITION: AFFORDABILITY 

Affordability refers to the financial value of the type and amount of resources that are utilised to 
administer, score and interpret an IQ assessment (Yates & Taub, 2003). Resources needed to 
administer IQ tests include observation forms, recording forms, test kits and scoring keys (Yates & 
Taub, 2003). 
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When discussing the benefits of the SSAIS-R, participant 2 referred to the benefits of 

the SSAIS-R with regard to the affordability of the test. Participant 2 described how 

the cost of an IQ test significantly influenced which tests educational psychologists 

use, especially when working in the DBE. Participant 2 expressed that the expense of 

international IQ tests determined the number of tests they could purchase, limiting the 

accessibility of international IQ tests. She stated the following: 

The WISC is expensive and the WIAT (P2, L1117–1118). 

In our district, we’ve been just given one [the WISC], and it’s possibly also due 

to how expensive it is (P2, L666–668) (also refer to P2, L662–664; P2, L918–

920). 

So the thing is, with the WISC, luckily it was given from the head office so it 

wasn’t purchased by the district (P2, L111–1113). We won’t have enough 

money to buy it (P2, L1115). 

While discussing the expense of international IQ tests, participant 2 elaborated on her 

use of the SSAIS-R in terms of the availability of the test. Although she referred to the 

SSAIS-R as being more affordable, this did not make IQ tests completely accessible 

as she stated that four psychologists were working in the district, and they had to share 

the instruments amongst them. She stated the following: 

A tool is expensive so the psychologists are using the SSAIS-R more and the 

other instruments that are more available (P2, L670–673). 

The English and Afrikaans tests [SSAIS-R], we’ve only got about two or three 

and remember we are four psychologists (P2, L914–916). 

INCLUSION CRITERIA 

Keywords and phrases that were used to identify data that aligned with this sub-theme were the 
following: cost of psychometric media; availability of psychometric media; and cost of the WISC. 
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A question noted in the field notes was the cost of the SSAIS-R. Participant 2 

discussed that their district had recently purchased new copies of the SSAIS-R, and 

they could purchase more than one copy for approximately R30 000, whereas one 

copy of the WISC cost R49 880. 

In addition to the affordability of the SSAIS-R, the participants also discussed the 

benefits of the SSAIS-R regarding time. This is discussed in the following section in 

sub-theme 2.2. 

4.2.2.2 Sub-theme 2.2: Time 

Table 4.5 provides a working definition of time and the inclusion criteria used for sub-

theme 2.2. 

WORKING DEFINITION: TIME  

Time refers to the amount of time that is required for an educational psychologist to administer an IQ 
test including: conducting intake and feedback interviews, administering the IQ test, scoring, 
interpreting, and writing a report (Yates & Taub, 2003). 

INCLUSION CRITERIA 

Keywords and phrases that were used to identify data that aligns with this sub-theme were the following: 
time availability in private practice; the time it takes to administer the SSAIS-R in comparison to the 
WISC; the number of referrals; and the scoring of the SSAIS-R. 

 

During the discussion of the benefits of the SSAIS-R, both participants indicated that 

the SSAIS-R was faster to administer and that this was a strong consideration given 

that they had limited time for assessments. Participant 1, who worked in private 

practice, discussed how his time constraints influenced the number of subtests on the 

WISC that he administered but that he was able to administer all of the subtests in the 

SSAIS-R. He stated the following: 

So, with the SSAIS-R, you administer all of them but with the WISC, you have 

10 that are for the full scale (P1, L331–333) (also refer to P1, L333–344). 

Table 4.4: Working definition and inclusion criteria for sub-theme 2.2 
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In practice, we tend to only administer the necessary, so we administer the 

10. On the WISC, we don’t administer the 15, there is no time in private 

practice necessarily (P1, L325–329). 

As discussed in theme 1, participant 2 discussed her preference for using the SSAIS-

R as she received several referrals for assessments and she experienced the WISC 

to be more time-consuming. Participant 2 stated the following: 

We have to consider this because if you look at this term, last term rather, we 

had close to 526 referrals (P2, L598–600). 

So, it’s quite a bit and we’ve like completed maybe only 250 between the four 

psychologists now that I am talking about. So, we are still overlapping and this 

next term, we need to still finish the other assessments. So yes, we use it 

[SSAIS-R] quite a lot but obviously in my case I’ve got lots of English and 

Afrikaans learners that I use it with (P2, L602–610). 

But remember our time. If we’re looking at 526, now with the WISC itself, you 

have to spend a fair amount of time to be fair to the child as well. Then, of 

course, it’s not only your cognitive and intellectual instrument, you have to use 

others as well, like the Bender, your emotional and then to triangulate all your 

results. Yeah, so time constraints are our biggest issue that we struggle with 

(P2, L652–662) (also refer to P2, L763–769; P2, L1044–1047). 

Although participant 1 was of the view that the SSAIS-R was faster to administer, he 

felt that scoring it was more time-consuming. He stated the following in this regard: 

I think the marking of the SSAIS-R is trickier (P1, L303–304). For example, it 

is maybe a bit more time-consuming because for the form board subtest, it is 

time-based and from there you convert your time-based into raw scores and 

then into the scaled scores (P1, L308–312). 

I think it’s that part where you have to work on the scatter analysis, I think, on 

the SSAIS-R where you get your scaled scores, your index scores, but then 

you have to kind of work out compared to your overall ability, which subtest 

did you score higher in and which subtest did you score lower in and there 
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you have to work out the sums and minus it. Whereas with the WISC, you 

literally, the raw scores and scaled scores and ability processing speed index 

is already done (P1, L308–325). 

In this theme, the participants discussed the various benefits that they experienced 

with using the SSAIS-R. The discussion of the benefits led to the participants also 

considering their challenges and concerns with the SSAIS-R. These challenges and 

concerns are discussed in theme 3. 

4.2.3 Theme 3: Concerns and Challenges 

When discussing the use of the SSAIS-R, the participants were asked about their 

concerns and challenges that they experienced when using the SSAIS-R. This section 

discusses two sub-themes for theme 3, relating to the outdated content and the 

outdated norms of the SSAIS-R. 

4.2.3.1 Sub-theme 3.1: Outdated content 

Table 4.6 provides a working definition of outdated content within the SSAIS-R 

subtests and the inclusion criteria used for sub-theme 3.1. 

WORKING DEFINITION: OUTDATED CONTENT 

Intelligence tests consist of verbal and non-verbal subtests which contain different content (van Eeden 
& de Beer, 2019). The content of subtests includes the type of questions asked, the pictures and 
language used and the activities that the test-taker needs to complete (van Eeden & de Beer, 2019). 
Content that is outdated is content that has not been updated or revised to remain relevant. 

INCLUSION CRITERIA 

Keywords and phrases that were used to identify data that aligned with this sub-theme were the 
following: outdated content; frame of reference; the need for updating the images; cognitive skills that 
the Missing Parts subtest measures; and the impact on a score when guessing an answer. 

 

  

Table 4.5: Working definition and inclusion criteria for sub-theme 3.1 
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Both participants expressed concerns about the content in the Missing Parts and 

Vocabulary subtests in the SSAIS-R. They believed that certain aspects of the content 

in the SSAIS-R were outdated. The following excerpts illustrate this: 

Some of the pictures there are outdated. So, like the car on the Missing Parts 

is like a 19, I don’t know, like the 1930s or 1940s [model] (P1, L227–230). 

So, I think like on the SSAIS-R there is a Missing Parts one where there is a 

picture of an envelope (P1, L86–89). 

So, in the Missing Parts we talk about, you know on that envelope the address 

is missing, right? Children are using emails now (P2, L719–722). 

The exposure to those things, you look at that stove thing, there is touch 

screen (P2, L724–725). 

It’s ok, but it would be good if some of the images could be more updated (P1, 

L231–233). 

The participants further discussed the implications of using outdated pictures and 

content. They were of the view that using outdated content may disadvantage children 

who grew up in the 21st century and who were exposed to different things. They stated 

the following: 

So, if we look at where we are now and the type of pictures and maybe what 

we’re asking for, is it relevant? (P2, L725–729). 

And now, a lot of kids don’t know what an envelope is hey (P1, L91–92). 

… and certain subtests like we spoke of the Missing Parts where it’s not part 

of their frame of reference so it kind of almost can negatively influence them 

(P1, L490–494). 

… so, we have got to find something that would make sense to all ages (P1, 

L280–282). 
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Participant 1 further discussed how he believed the use of the picture of an envelope 

influenced the cognitive skills that the Missing Parts subtest assessed, which were 

perceptual and conceptual abilities. He stated the following: 

So, it’s like with the horse one, the most difficult one – it’s missing the hoof, 

but you have got three hooves to compare it to, so that’s what Missing Parts 

is all about. Like one pig has a tail, one pig doesn’t have a tail, so you probably 

want something like that where the clues are on the picture, whereas on the 

envelope, the clue is not really on the picture if you don’t really know what an 

envelope is (P1, L282–292). 

So, I think that’s why we need to find something more in line with what it’s 

testing, which is visual processing, visual acuity and all that stuff (P1, L295–

299). 

As discussed in theme 1, the participants discussed the importance of considering 

language as a contextual factor. Both participants expressed their concerns regarding 

certain words used in the Vocabulary subtest. The participants believed that a few 

words were not in the children’s frame of reference, making the subtest more difficult 

for their clients. The participants stated the following: 

I think the weaknesses would probably be like some of the subtests, like the 

vocab subtest because the vocab is outdated (P1, L223–226). Because some 

of the language used is, you know, I can see some kids struggle (P1, L141–

143). 

There are a few of those terms that we’ve picked up that these children just 

look at you confused but then they’ll guess (P2, L698–701) (also refer to P2, 

L693–696). 

When discussing her viewpoints on the difficulty of the words used in the Vocabulary 

subtest, participant 2 further indicated that she believed this had implications for the 

relevance of the SSAIS-R. She noted that because of the language barriers that many 

children whom she assessed had, her clients would guess answers, which she 

believed had implications for the reliability of the scores. She stated the following: 
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Then obviously the language barrier becomes very big you know …, here you 

find a thing like in the vocab Conviviality, ¾ of our clients don’t know and that 

they would guess and that doesn’t make then your scoring reliable if I could 

say (P2, L690–696). 

Inauguration is another one, sweltering is another one, and desolation. So, 

there are quite a few that you know, like even if you sit with a Grade six and 

seven learner, they look at you confused and think now, ‘OK what are you 

talking about?’ (P2, L703–708). 

Although participant 2 shared her concerns about the Missing Parts and Vocabulary 

subtests, she did express that she did not consider all of the content in the SSAIS-R 

to be outdated. She mentioned some subtests that she believed were still relevant. 

She stated the following: 

But non-verbal, I may say, is quite relevant. Non-verbal when we looking at 

the patterns for the block design (P2, L729–732). 

Look at the pattern completion. Those things will still remain relevant if one 

could say (P2, L734–736). 

As discussed in the following section, the participants shared their viewpoints 

regarding the norms of the SSAIS-R. 

4.2.3.2 Sub-theme 3.2: Norms 

Table 4.7 provides a working definition of norms and standardisation as well as the 

inclusion criteria that were used for sub-theme 3.2.  
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Both participants were of the view that the SSAIS-R being outdated was a concern. 

The participants expressed the need for the SSAIS-R to be restandardised and 

updated. The following excerpts illustrate their viewpoints: 

If you look at the SSAIS-R, that's got its own issues as well as being outdated 

(P2, L933–935). 

OK, first of all, if you look at the norms right (P2, L680). They are outdated 

number 1, so we all know that, but we still use them (P2, L682–683). 

It was standardised long ago, and it would be nice if it could be standardised 

again and maybe adapted a bit (P1, L81–83). 

Although the participants discussed the challenges of the SSAIS-R, they still believed 

the SSAIS-R had value, as discussed in theme 1, and they made the SSAIS-R work 

despite the challenges: 

We make the SSAIS-R work (P1, L534–535). 

But we try, we are trying (P2, L1166). It is difficult, it is, but we try and help as 

many as we can (P2, L854–855). 

In the next section, the findings of the study, based on the results from each theme 

and sub-theme, are discussed within the context of literature. 

Table 4.7: Working definition and inclusion criteria for sub-theme 3.2 

WORKING DEFINITION: NORMS 

Norms are defined as a set of raw scores for a particular measure and the corresponding standard 
scores for a group of people allowing for a comparison of the test-takers scores with the designated 
population (Coaley, 2014). 

INCLUSION CRITERIA 

Keywords and phrases that were used to identify data that aligned with this sub-theme were the 
following: outdated norms and the need for the SSAIS-R to be restandardised. 
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4.3 PRESENTING THE FINDINGS OF THE STUDY WITHIN THE CONTEXT 
OF LITERATURE 

The value of an IQ test can be gauged by how the test enables psychologists to identify 

the strengths and areas of difficulties, determine general intellectual functioning and 

inform diagnoses and interventions for their clients (Frey, 2018). This study revealed 

mixed viewpoints regarding the value of the SSAIS-R as an IQ test. Although the 

participants in this study felt that the SSAIS-R still had value for providing clinical 

information regarding cognitive potential and making a diagnosis, they were also of 

the view that its value was affected by the outdatedness of the test. They expressed 

the need for the SSAIS-R to follow international standards in terms of regularly 

updating tests. An example that was mentioned was the WISC. 

The SSAIS-R has not been updated or restandardised since 1992 (Cockcroft, 2013). 

Normally, intelligence tests undergo revisions to ensure that they keep up with the 

advances seen in intelligence, known as the Flynn effect, and to ensure that the 

content remains current, relevant and unbiased (Cockcroft, 2013). According to Frey 

(2018), international intelligence tests are updated and renormed approximately every 

10 years. However, research has pointed out that locally developed tests do not follow 

this standard due to a lack of financial resources (Cockcroft, 2013). The literature and 

the findings of this study highlight the need for the SSAIS-R to be updated to ensure 

that it retains its value and relevance for children in South Africa. 

The participants in this study underscored the importance of considering the context 

of their clients that they assessed as well as the importance of understanding how 

contextual factors influenced test results. Reference was made to specific contextual 

factors that needed to be considered, namely the stimulation in the home environment, 

type of community a child comes from, quality of education and exposure to language. 

The stimulation an individual receives from home and the community that an individual 

comes from are important variables that both participants mentioned they needed to 

consider before administering intelligence tests. They discussed how these factors 

determined which IQ test they used as they believed these factors influenced how well 

a child performed on an IQ test. This view is supported by research which illustrates 

that stimulation from home and child-rearing practices directly influence an individual’s 

development and competence (Grieve & Foxcroft, 2019). 
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In addition to the community and stimulation that a client receives from home, the 

participants discussed how the quality of education that their clients received 

influenced their decision to use the SSAIS-R. When discussing education, the 

participants cited the importance of considering the curriculum that their clients were 

exposed to. The participants felt that the WISC was often too difficult for many of their 

clients, specifically those attending township and government schools where they felt 

that the curriculum children were exposed to was lacking. Research indicates that 

one’s intelligence can be considered an indirect measure of what an individual has 

been taught and is strongly influenced by the educational context of the child as the 

quality of education determines the level of problem-solving strategies, cognitive skills 

and knowledge one is exposed to, all of which are assessed by intelligence tests (Frey, 

2018; Grieve & Foxcroft, 2019). 

The participants also discussed language exposure as an important factor that they 

needed to consider. The participants believed that language proficiency could 

influence test results. Research highlights that language is regarded as one of the 

most important moderators of test performance (Grieve & Foxcroft, 2019). The 

participants were of the view that the SSAIS-R was more suitable for many of the 

clients that they assessed as they believed that the language used in the WISC was 

too difficult. This was especially the case for their clients who came from townships as 

they were not exposed to the type of language that was used in the WISC, therefore 

influencing the test results. Research confirms the importance of interpreting test 

scores with caution, particularly with linguistically diverse individuals, as these 

individuals’ scores can be affected by their exposure to information, particularly in 

Vocabulary subtests (Frey, 2018). 

Furthermore, reference was made to the value of the translated versions of the SSAIS-

R. The participants’ perceptions were that the vernacular versions of the SSAIS-R 

increased the relevance of the SSAIS-R for the South African context. However, this 

was a misconception held by the participants. As discussed in Chapter 2, the 

vernacular versions are based on the NSAIS, not the SSAIS-R. There are currently no 

vernacular versions of the SSAIS-R, and the vernacular version of the NSAIS is thus 

even more outdated than the SSAIS-R (Landman, 1988; van Eeden & Visser, 1992). 
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When considering the factors above, the participants in this study were of the view 

that the SSAIS-R held great value and relevance for children as it was considered to 

be fairer and more accessible in terms of the curriculum, exposure to language and 

quality of education of children in their contexts compared to international tests such 

as the WISC. Research has illustrated that the factors mentioned above are important 

factors to consider when evaluating the relevance and value of an IQ test (Frey, 2018; 

Grieve & Foxcroft, 2019). Although IQ tests are developed with statistical and test 

construction methods to ensure the relevance of tests, tests contain content that 

reflects the culture and context of the country where the test has been developed 

(Foxcroft & Roodt, 2019; Frey, 2018). Therefore, when an individual’s language 

exposure and quality of education are comparable to that of the country where the test 

was developed, the test can be considered appropriate and relevant to measure an 

individual’s intelligence (Frey, 2018). However, when an individual’s culture, language 

and educational background differ from that of the norm group, the relevance of the 

test and the validity of test results can be questioned (Frey, 2018). 

In addition to the relevance and value of the SSAIS-R, the findings of this study 

illustrated the benefit of using the SSAIS-R in terms of affordability. The cost of the 

SSAIS-R, compared to international IQ tests such as the WISC, allowed for the SSAIS-

R to be more accessible and affordable for the participants in this study. Research has 

illustrated the lack of financial resources available for psychological assessments in 

South Africa, especially international tests, due to the cost of these tests (Laher & 

Cockcroft, 2013). According to the latest price lists, the WISC costs R49,880, and the 

SSAIS-R costs R5,370 (Mindmuzik, 2016), thus demonstrating the benefit of the 

SSAIS-R in terms of affordability. Furthermore, the findings of this study also indicated 

the perceived benefit of the SSAIS-R in terms of a shorter administration time, 

compared to the WISC. The SSAIS-R takes approximately 90 minutes, whereas the 

WISC takes approximately 103 minutes (van Eeden, 1991; Wechsler, 2014). Although 

the administration time difference between these two tests is not significant, it is 

perceived to be a positive factor to consider when using the SSAIS-R.  

Although notable benefits and advantages of the SSAIS-R were highlighted, the 

challenges and concerns of the SSAIS-R were also noted. This study revealed 

concerns about the outdated content of pictures used in the Missing Parts and the 
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Vocabulary subtests. It was the participants’ view that the relevance of these subtests 

could be questioned as they were not considered relevant to children in the 21st 

century. The participants were of the opinion that certain words used in the Vocabulary 

subtest were outdated and were difficult for the children that they assessed as they 

were not relevant for the context of many South African children. 

As discussed in Chapter 2, the SSAIS-R is based on Western cultural knowledge 

(Cockcroft, 2013; Niu, 2020; van Eeden, 1991). Therefore, it can be deduced that 

certain words used in the Vocabulary subtest may be unfamiliar to many children in 

the South African context (Cockcroft, 2013). As previously mentioned, IQ tests are 

updated to ensure the content remains relevant, especially the language used in the 

tests (Frey, 2018; Laher & Cockcroft, 2013). This is evident in the WISC-V as the test 

items that were considered to be outdated were removed to include contemporary 

items (Wechsler, 2014). Therefore, this highlights the need for the language used in 

the Vocabulary subtest of the SSAIS-R to be revised and updated to ensure the 

relevance and accessibility of the test. 

A subsequent concern found in this study was the need for the norms to be updated 

and restandardised. The participants expressed concerns and challenges with the 

outdated norms. However, due to the lack of availability of locally normed tests, the 

SSAIS-R is still used as there are no suitable alternatives. Research has indicated that 

practitioners are forced to use outdated tests because of a noticeable gap in the 

development of South African tests (Gafoor et al., 2021). 

The findings of this study indicated the participants’ viewpoints on the relevance, value 

and benefits of SSAIS-R for their clients. Furthermore, the challenges and concerns 

were also noted. The following section discusses the conceptual framework in relation 

to the study’s findings. 
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4.4 REVISITING THE CONCEPTUAL FRAMEWORK SUPPORTING THIS 
STUDY 

The conceptual framework for this research study was guided by a psychometric 

approach to intelligence which included the concepts of validity, reliability and fairness. 

These concepts supported the consideration of the relevance and value of the SSAIS-

R for the participants’ clients. 

The participants referred to concerns regarding the validity of the Missing Parts subtest 

in the SSAIS-R due to the content being outdated and not relevant for children in the 

21st century. For example, the Missing Parts subtest included a picture of an old model 

of a car and an envelope, two things that may not be in the frame of reference for 

children in the 21st century. The Missing Parts subtest aims to measure an individual’s 

level of knowledge, contact with reality and comprehension of familiar situations (van 

Eeden, 1991). Therefore, this raises concern regarding the validity of this subtest as 

the two pictures, as mentioned above, are not considered familiar situations for a child 

in the 21st century. 

Additionally, the concept of fairness was also raised by the participants. The 

participants expressed the need for the practitioner to consider various factors such 

as quality of education, language exposure and home stimulation before deciding 

which tests to use. This ensured that the client’s needs were considered and that the 

test was fair. 

4.5 SUMMARY 

In this chapter, the study’s findings were presented along with a detailed discussion of 

the themes and sub-themes that emerged from the data. The findings of the themes 

and sub-themes were critically discussed in the context of literature. Chapter 5 further 

discusses the findings presented in this chapter relating to the research questions 

illustrated in Chapter 1. 
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CHAPTER 5: CONCLUSION AND RECOMMENDATIONS 

 

5.1 INTRODUCTION 

The purpose of this exploratory case study was to explore and describe the views of 

two educational psychologists regarding the value of the SSAIS-R for their clients. The 

literature revealed that many of the tests that South African practitioners use are 

international tests, which are not adapted for the multicultural context of South Africa 

and have not been standardised for the entire South African population (Gafoor et al., 

2021). The reason for the use of international tests is due to the limited availability of 

locally normed tests which follow the standards of international tests (Gafoor et al., 

2021; Laher & Cockcroft, 2013). Such standards include tests being continuously 

updated and revised (Gafoor et al., 2021; Laher & Cockcroft, 2013). 

One locally developed test frequently used in South Africa is the SSAIS-R. Although 

this is a locally developed test, it is not without challenges. The SSAIS-R is not 

standardised for the entire South African population as Black South Africans were 

excluded from the norm groups (Gafoor et al., 2021; Madge, 1986; te Nijenhuis et al., 

2011; van Eeden, 1991), and it has not been updated or revised since 1992 (Cockcroft, 

2013). Despite these challenges, the SSAIS-R remains a commonly used test. 

There is limited current research regarding educational psychologists’ views on the 

value of the SSAIS-R. Therefore, this study aimed to explore the views of two 

educational psychologists regarding the relevance and value of the SSAIS-R for their 

clients. In this chapter, the primary research question, as posed in Chapter 1, is 

answered. Thereafter, this study’s contributions, challenges and limitations will be 

discussed. This chapter concludes with recommendations for future research. 
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5.2 REFLECTING ON THE RESEARCH QUESTIONS 

In answering the primary research question, “What are the views of two educational 

psychologists from Gauteng regarding the value of the SSAIS-R for their clients?”, the 

secondary research questions that guided this study will be addressed first. 

5.2.1 Secondary Research Questions 

5.2.1.1 Secondary research question one 

How relevant do these educational psychologists believe that the SSAIS-R is for their 

clients? 

The participants in this study had differing views on the value of the SSAIS-R as an 

IQ test. The participants agreed that although the SSAIS-R has value as a clinical 

instrument regarding cognitive potential and that it provides information for making a 

diagnosis, they also believed that the value is affected by the outdatedness of the test. 

The SSAIS-R has not been updated since 1992, and the participants agreed that the 

SSAIS-R needs to follow the international standards of tests concerning regularly 

updating tests. The WISC was mentioned as an example of a test that has undergone 

many adaptations to ensure it remains relevant. 

The participants also indicated that the SSAIS-R holds great value and relevance for 

many of their clients as they consider it to be fairer and more accessible in terms of 

exposure to language and quality of education of children they assess compared to 

international tests such as the WISC. The participants noted that the WISC is often 

too difficult for many of their clients in terms of the content and the language used in 

the WISC. 

The participants believed that there are two notable benefits of using the SSAIS-R that 

add to the relevance of the test. The benefits will be addressed in the following 

secondary research question. 
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5.2.1.2 Secondary research question two 

What are the benefits of using the SSAIS-R with their clients? 

The participants of this study agreed that using the SSAIS-R has two main benefits, 

affordability and the time it takes to administer the test. The participants felt that the 

cost of the SSAIS-R, compared to international IQ tests such as the WISC, allows for 

the SSAIS-R to be more accessible and affordable. The administration time of the 

SSAIS-R was also noted as a benefit. The participants indicated that the shorter 

administration time of the SSAIS-R compared to the WISC meant that they were able 

to assess more clients which allowed more time for other tests to be included in a test 

battery to obtain a more holistic impression of a client. 

5.2.1.3 Secondary research question three 

What are the concerns that these educational psychologists have with regard to using 

the SSAIS-R with their clients? 

The challenges that the participants experienced with the SSAIS-R are related to the 

outdatedness of the test. The participants believed that the content within the SSAIS-

R, particularly in the Missing Parts and Vocabulary subtests, is outdated. They 

believed that certain pictures and words found in these subtests are not relevant for 

children in the 21st century. The participants noted that the relevance of the Missing 

Parts subtest is influenced by the use of outdated pictures as they believed that 

children are no longer exposed to the items that are used. They also thought that 

certain words used in the Vocabulary subtest are outdated, making this subtest difficult 

for many children as the words are not relevant to the contexts of the children they 

assessed. A subsequent concern noted by the participants was the need for the norms 

to be updated and restandardised since the test was last updated in 1992. 

5.2.2 Primary Research Question 

This section addresses the primary research question as stated in Chapter 1: “What 

are the views of two educational psychologists from Gauteng regarding the value of 

the SSAIS-R for their clients?” 

 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



 
74 

The participants held mixed views regarding the value of the SSAIS-R for their clients. 

While it was noted that the SSAIS-R has value as a cognitive measure as it provides 

important clinical information, concerns were expressed regarding the outdatedness 

of the test. The participants believed that if the SSAIS-R was to follow international 

standards in terms of regularly updating tests, its relevance and value could be 

enhanced. 

However, despite their concerns about the outdatedness of the SSAIS-R, the 

participants were of the opinion that the SSAIS-R holds value for many of their clients. 

They believed that the SSAIS-R is fairer and more accessible for many of their clients 

in terms of content and language. 

5.3 POTENTIAL CONTRIBUTIONS OF THE STUDY 

This study provided insight into the viewpoints of two educational psychologists 

working in the South African context. Although limited in scope and sample size, this 

qualitative study could guide future research into the areas where the SSAIS-R can 

be revised and updated as the participants’ viewpoints provided insight into the 

challenges with the outdated nature of the test in terms of content and norms. 

5.4 CHALLENGES AND LIMITATIONS OF THE STUDY 

When the research started, the researcher did not envision having difficulty finding 

participants. Due to time constraints, the researcher realised that she could not 

facilitate a focus group with eight participants together. Therefore, the data collection 

method had to be adjusted to semi-structured interviews. Due to the limited scope of 

this dissertation, two participants were sufficient, and the researcher believed that she 

was able to gather sufficient information regarding their views of the value of the 

SSAIS-R. A subsequent challenge was finding recent research that had been 

conducted on the SSAIS-R as there was limited literature available. 

A limitation of this study is that the findings cannot be generalised. However, this was 

not the purpose of this study. Additionally, the sample size is another limitation, as this 

study only included the views of two educational psychologists. However, the findings 

provided differing viewpoints and experiences which enabled the researcher to answer 

the research question effectively. 
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5.5 RECOMMENDATIONS FOR RESEARCH 

The following recommendations can be made for future research: 

• A survey study to include a larger sample size of educational psychologists 

working in the South African context. Such a study could elicit a wider variety of 

viewpoints and thus provide better insights regarding the value of the SSAIS-R. 

 

• A qualitative study to include psychometrists’ viewpoints on the SSAIS-R. Such a 

study could potentially give insights into the value of the SSAIS-R from other 

professionals who use it. This would allow for an evaluation of the SSAIS-R from 

all practitioners in the South African context. 

5.6 CONCLUDING REMARKS 

This exploratory case study aimed to explore educational psychologists’ views 

regarding the value of the SSAIS-R. Although this study was limited with regard to the 

sample size and scope, it is a recent study, and the findings could potentially be used 

to guide further research on the SSAIS-R. This study revealed many aspects which 

determine the relevance of the SSAIS-R. These include the value of the SSAIS-R as 

an IQ test and the contextual relevance. Challenges highlighted by the participants 

were noted regarding the outdatedness of the SSAIS-R. Therefore, the findings of this 

study could be considered as a starting point for research into what needs to be 

updated and revised on the SSAIS-R to enhance its value and relevance for South 

African children. 
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APPENDICES 

APPENDIX A: SEMI-STRUCTURED INTERVIEW SCHEDULE 

 

 

 

 

 

 

Educational psychologists' views on the value of the Senior South African 
Individual Scale Revised 

1. How frequently do you utilise the Senior South African Individual Scale for South 

African children (SSAIS-R) in your practice? 

2. Why do you utilise the SSAIS-R instead of the other intelligence tests that are 

available in South Africa? 

3. How applicable do you believe that the SSAIS-R is for South African children? 

4. What do you believe are the strengths and opportunities of the SSAIS-R? 

5. What are some of the challenges that you experience while utilising the SSAIS-R? 

6. What factors do you believe can influence the test results of the SSAIS-R? 

7. What changes do you believe could be implemented on the SSAIS-R to make it 

more suitable and relevant for South African children? 
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APPENDIX B: INFORMATION LETTER AND SAMPLE OF INFORMED 
CONSENT FORM FOR PARTICIPANTS 

 

 

 

 

 

Information-consent letter to participate in a study titled: “Educational 
psychologists’ views on the value of the Senior South African Individual Scale 
Revised” 

Dear Participant, 

I, Jenna Gordon, am an educational psychology master’s degree student at the 

University of Pretoria working under the guidance of Prof. Suzanne Bester. I wish to 

invite you to participate in a research study where I am the principal investigator. The 

research will focus on educational psychologists’ views on the value of the Senior 

South African Individual Scale Revised (SSAIS-R). 

This letter offers information about the study to help you make an informed decision 

regarding your participation. Before agreeing to take part in this study, you should fully 

understand what is involved. If you have any questions, which are not answered by 

the information in this document, do not hesitate to ask the investigator. You should 

not agree to participate unless you are entirely comfortable with what will be expected 

of you. 

What is the study about? 

This research study aims to explore and describe the experiences of educational 

psychologists in Gauteng regarding the use of the SSAIS-R for their clients. The 

SSAIS-R is generally defined as a South African intelligence test utilised to assess 
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general intellectual and cognitive abilities and to determine strengths and areas of 

development in children from the age of 7 years 0 months to 16 years 11 months. 

I. Your responsibilities as a participant: 

What does participation involve? 

If you consent to participate in this research study, you will be asked to participate in 

a semi-structured interview. 

The interview should last approximately 60 minutes. In the event that the interview is 

conducted in person, the necessary COVID-19 protocols will be adhered to. All 

participants’ hands will be sanitised and we will be seated 1.5m apart to ensure social 

distancing. Masks will be worn throughout the interview. An interview schedule which 

is attached hereto for your consideration will guide the interview. However, you may 

be asked to elaborate on your answers. The interview will be captured using an audio-

recording device which will be transcribed for data analysis purposes. 

Additionally, you will also be asked to be involved in member checking. This means 

that you will be asked to check the accuracy of the interpreted data. This will be done 

by sending you a copy of the data analysis and documentation chapter to validate the 

accuracy of how the information was interpreted. 

Who may participate in the study? 

In order to participate in this research study, you should be a voluntary participant who 

has given informed consent, be able to speak English, be registered as an educational 

psychologist, and have experience with using the SSAIS-R. 

II. Your rights as a participant: 

Is participation in the study voluntary? 

Your participation in this study is voluntary. You may decide not to consent to the 

study, to leave the study at any time, or to withdraw from the study. Additionally, you 

may stop at any time during the interview without giving a reason. Not consenting to 

or withdrawing from the study will not have any negative implications for you. 
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Will I receive anything for participating in the study? 

You will not receive any payment in exchange for your participation in the study. 

What are the possible benefits of the study? 

Although there are no personal benefits to you for participating in this study, you have 

been selected for this research because you are regarded as knowledgeable on the 

research topic. By agreeing to be a participant in the research study, you will be 

contributing knowledge that may be beneficial to other researchers in the same field 

of study. 

The benefits to the academic community will be that understanding the educational 

psychologists’ experiences on the value of the SSAIS-R will contribute to an important 

area of research. Furthermore, the knowledge obtained from this study could provide 

information that may aid future research regarding the use of the SSAIS-R in South 

Africa. 

What are the risks associated with the study? 

In evaluating the potential risks for this research study, the risks that apply to all 

research studies have been taken into consideration. The categories considered 

include psychological, economic, physical and legal risks. In consideration of the risk 

categories mentioned above, the conclusion was that this research study presents “no 

more than minimal risk” to the participants in the following categories: the physical 

risks to the participant in terms of possible pain, injury or disease; the economic risk 

to the participants when considering research activities that may result in financial loss; 

the legal risk such as the risk that the participants may violate the law or the 

requirement of the participant to become involved in any criminal or illegal activity; the 

loss of confidentiality in terms of the participants’ personal details; the psychological 

risks to the participants in terms of connecting the data findings to their self-worth or 

self-efficacy. 

Will my identity be known? 

Your participation in this study and the data collected will be treated as confidential. 

Pseudonyms will be used in the research report. 
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Will my information be kept confidential? 

All records from this study will be regarded as confidential. The information you share 
will be kept confidential by linking your data to a pseudonym so that individual names 

are not associated with the data. Access to information collected during the interview 

will be limited as follows: 

• Your information will be securely stored (for example, in a locked research office 

on a password-protected computer at the study site). 

• Any data stored on a mobile device (for example, laptop, tablet, etc.) will be 

encrypted. 

• Research data will be retained for a minimum of 15 years, at which time it will be 

shredded/destroyed. 

• Only my supervisor and I will have access to the research data. 

 

III. Questions, comments, or concerns: 

Has the study received ethics approval? 

This study has been reviewed and received ethics clearance through the Faculty of 

Education Research Ethics Committee (EDU094/21) at the University of Pretoria. If 

you have questions for the committee, contact the Chair of the Ethics Committee, 

Professor Funke Omidire, at funke.omidire@up.ac.za or 012 420 5506. 

Who should I contact if I have questions regarding my participation in the study? 

If you have any questions regarding this study or would like additional information to 

assist you in deciding on participation, please contact Jenna Gordon at 071 488 4203 

or jengordon94@gmail.com or Professor Suzanne Bester on 012 420 3891 or 

suzanne.bester@up.ac.za. 
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Consent Form 

You are not waiving your legal rights or releasing the investigator(s) or involved institution(s) 

from their legal and professional responsibilities by providing your consent. 

Title of the study: 

“Educational psychologists’ views on the value of the Senior South African Individual Scale 

Revised”. 

I have read the information presented in the information letter about the study mentioned 

above conducted by the principal investigator, Jenna Gordon. I have had the opportunity to 

ask questions related to the study and have received satisfactory answers to my questions 

and any additional details. I was informed that participation in the study is voluntary and that I 

can withdraw this consent by informing the principal investigator. 

This study has been reviewed and received ethics clearance through the Faculty of Education 
Research Ethics Committee (EDU094/21) at the University of Pretoria. If I have questions for 

the committee, I will contact the Chair of the Ethics Committee, Professor Funke Omidire, at 

012 420 5506 or email her at funke.omidire@up.ac.za. 

I agree that the data generated in the interview may be used confidentially and anonymously 

for further research purposes, as the datasets are the intellectual property of the University of 

Pretoria. Further research may include secondary data analysis and use of the data for 

teaching purposes. The confidentiality and privacy applicable to this study will be binding on 

future research studies. I understand that the interview will be audio-recorded and I consent 

to be audio-recorded. I agree of my own free will to participate in the study. 

Participant name: 

Signature: Date: 

Researcher: Jenna Gordon 

Signature: Date:  

Researcher’s supervisor: Prof. Suzanne Bester 

Signature: Date: 
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APPENDIX C: FIELD NOTES 
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APPENDIX D: TRANSCRIPT OF SEMI-STRUCTURED INTERVIEWS 
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