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ABSTRACT

There is an abundance of multilingual education (MLE) studies internationally
and locally. Studies show that MLE is a global issue. South Africa is a unique
country since it has assigned eleven languages official status at the national level.
The multilingual nature of this country calls for the implementation of MLE. This
study seeks to argue that if mother tongue, the language of wider communication
as well as other languages are important, the transition should be geared towards
MLE rather than to second language (L2). The question is how the transitioning to
MLE is embraced in South Africa. This study is an attempt to examine the
transitioning to MLE in South Africa schools with reference to Limpopo
Province. The study mainly explored the Language-in-education policy (LIEP)
implementation and practices in the selected schools as well as examining
schools’ compliance with the pedagogical motivations and theories dealing with

transition to multilingual education.

The study used both quantitative and qualitative methodologies to corroborate the
data obtained by using one method to reduce the limitations of another method. In
guantitative research, questionnaires and semi-structured interviews were used to
gather data from principals, parents, teachers and learners. In the qualitative
research methodology, observations and document analysis methods of collecting
data were employed. Purposive sampling was the major sampling method to
ensure that relevant data was collected. Qualitative data was analysed
thematically. LIEP and the National Language Policy Framework (NLPF) formed

the major analytical framework for this study.

Cummins’ theories (1978), bi/multilingual education models as well as the
Language management theory form the theoretical framework that guided this
study. The theories emphasise the link between mother tongue and the

development of L2.

Vi



The findings of this study show the misunderstandings of the LIiEP, the
implementation of early transitional bilingual education as well as the lack of
confidence in the ability of African languages to provide quality education. The
study generally suggests that language policies should be dealt with differently
due to the contexts which they address. This study concludes by suggesting a

working model that is suitable for the unique linguistic situations of schools.

KEY TERMS:
Multilingual education, multilingualism, mother tongue, home language, first
language, second language, additive multilingualism, bilingual education models,

language of learning and teaching, South Africa, Limpopo Province.
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Open Rubric

CHAPTER 1

AN INTRODUCTION AND OVERVIEW OF THE STUDY

1.1 Introduction

Most research studies focusing on language-in-education policies and the choice
of language of learning and teaching (LoLT) in South African schools highlight
that there is a need to focus on the issue of language in education and the
problems of transition to multilingual education (Macdonald, 1990; De Klerk,
1995; Heugh, 1995b; Meyer, 1995 & 1998; NCCRD, 2000; Probyn, 2001; Webb,
2002a and 2002b; & Mabiletja, 2008). These studies reveal that many schools opt
for transition to English or straight to English, which is the second language (L2),
as a medium of instruction as early as possible. This may neglect the pedagogical
benefits of continuing with the first language (L1) as a medium of instruction
(Mol) or language of learning and teaching (LoLT). This may also pose as a
problem when it comes to government’s commitment to language development in
South Africa.

This current study investigates how the transition to multilingual education is
practiced in South African schools. The study focuses on selected primary schools
in the country, with particular reference to the Pietersburg Circuit of the
Capricorn District in the Limpopo Province. This province is one of the nine
provinces in the Republic of South Africa. It is greatly characterized by linguistic
diversity since almost all of the official languages of the Republic are spoken in
this province. The province is characterized by poor socio-economic conditions

compared to the neighbouring provinces such as Gauteng.

This chapter begins by identifying the research problem, discussing the context of
the research problem and identifying aims as well as objectives of the study. This

is followed by the discussion on the significance of this study and a brief



description of the research design and methodology. The chapter provides an

outline of the thesis.
1.2 The research problem

This section focuses on the formulation of the research problem, the background

to the research problem and the research questions.
1.2.1  The problem formulation

The problem that is discussed in this study is linked to the problem of language
policy in South Africa. The research aims to investigate the disparity between
policy and practice in South African schools. A desire to promote multilingualism
in the post-apartheid South Africa has led to the formulation of the new language-
in-education policy (LIiEP) for the South African schools (DoE, 1997b). The new
LIEP recognizes the official status of 11 languages and emphasizes the
importance of multilingual education (MLE) in schools. It states that *“the
underlying principle is to maintain home language(s) while providing access to

and the effective acquisition of additional language(s)” (DoE, 1997b:2).

The new LIiEP is informed by the Constitution (Section 29, Act 108 of 1996)
which states that “everyone has the right to receive education in the official
language of their choice in public educational institutions where that education is
reasonably practical”. This means that the previously marginalised African
languages should also be used officially as languages of learning and teaching
(LoLTs), at least from Grades 1 to 3. After Grade 3, the LiEP suggests that there
must be a transition to an additional language, English as LoLT (DoE, 1997b).
This, however, is problematic when we take into consideration the fact that
education in mother tongue should be preferred. This also poses problems when
we have to consider the level of competence of the child before the transition to
English as LoLT. It, as well, raises questions about the notion of language choice
and language rights. This appears to defeat the purpose of Section 29 (2) of
Chapter 2 (The Bill of Rights) in the Constitution of the Republic of South Africa



(Act 108 of 1996), where the right of learners to choose a language is enshrined.
Alexander et al. (2000:15), on the other hand, states that:

“learners should be strongly encouraged to use their primary
languages or mother tongues as their main LoLT at all levels of
schooling and (that) they must also have the opportunity to learn

additional languages (ALSs) to high levels of proficiency."

This means that a type of additive multilingual education, where mother tongue
(MT) is used as LOLT whereas an additional language is learnt as a subject, may

be seen as relevant in the South African context.

Prior to 1994, there was linguistic disparity in South Africa, where English and
Afrikaans were the only official languages in education. According to Cluver
(1991), although African languages were learnt as subjects and used as LOLT in
some primary schools, the development of African languages was restricted and
the apartheid government never intended to develop African languages into fully
standardised languages. These languages were not officially used as LoLTs since
they lacked formal official status. After the democratic elections (in 1994), the
new government opted for eleven official languages, and these are isiZulu,
isiXhosa, isiNdebele, siSwati, Xitsonga, Tshivenda, Sesotho, Sepedi, Setswana,
Afrikaans and English. The introduction of 11 official languages was aimed at,
among other things, the promotion of African languages in education. The
problem with this is that, in a practical sense, it is costly to produce the learning
materials in all 11 official languages. It is also not always reasonably practical to
use all 11 official languages as LoLTs in a single class. It is clear as well that the
South African new LIEP does not prescribe any particular language(s) to be used
as LoLT(s). It encourages the preference of English in education since this
language also qualifies as an official language. English has an advantage because

the material for content subjects is readily available for all grades.

As a way of addressing the issue of equality the government has given parents and

teachers, through school governing bodies, a choice to design their own LiEPs.



According to Paterson (2004), teachers and parents usually choose either a single
medium approach where content subjects are taught in the mother tongue and
additional languages as subjects, or a dual medium approach where subjects are
taught in both English and the home language in equal measure. This situation
falls under the proximal circumstance in language planning, where language
planning is done by local communities and schools. The proximal circumstance
can be contrasted with the distal circumstance (planning by government) and
immediate circumstance (the use of language by teachers in class) (Ngcobo,
2009). It clearly shows that the new LIiEP follows a democratic approach. The
only problem is that the government does not stipulate how the governing bodies
must do this planning. This also encourages the choice of English as the most
preferred language compared to other official languages.

In a nutshell, South Africa with regard to language in schools is facing the

following challenges:

e The use of African languages as languages of learning and teaching
(LoLTs) rather than the teaching of these languages as subjects of study.
At present almost all, if not all, nine indigenous African Languages are
taught in some schools as subjects of study.

e The use of the nine official African languages as LoLTs beyond the
Foundation Phase (Grades R-3). Several studies such as Hartshorne
(1995), Mutasa (1999), Verhoef (1998), Kamwangamalu (2000) and
Webb (2000b), point out that the language policies adopted during the
colonial period and the apartheid era affected learners, teachers and
parents (including government) negatively with regard to language choice
and use.

e The use of English as LoLT in schools including those where all teachers
and learners speak an African language as their first language
(Kamwangamalu, 2001:396). This continues to indicate the low prestige
of the African languages in school education. The LIiEP continues to

encourage this status quo by emphasizing the use of L2, which in most



cases is English, as LoLT even though this entails subtractive multilingual
education.

The high failure rate in primary schools is measured by the performance of
grades 1 to 6 learners in the Annual National Assessment (ANA) 2014
results (DBE, 2014). This high failure rate is, among other things, caused
by the level of language proficiency which is used as a LOLT in these
grades. The acceptable achievement in ANA results is 50%. This means
that if a learner obtains a mark of less than 50%, that learner has not done
well. According to DBE (2014) in 2014 the percentage of learners
attaining acceptable achievement levels varied across provinces. The table
below summarises the acceptable achievement of learners in the Limpopo

Province.

Table 1.1 Achievement of learners in the Limpopo Province

Grade Learning areas/subjects
Mathematics Home Language | First Additional Language (FAL)
(HL)

1 74,3 69 -

2 67,4 62,3 -

3 48, 7 56, 7 -

4 13,4 55,3 26,7

5 13,1 59, 4 36, 8

6 21,3 59,7 33,9

(Source: DBE, 2014)

These differences clearly indicate the poor performance of learners in higher

grades than in lower grades. The results show that learners in the Limpopo

Province fail to achieve the required level of performance in the FAL which is

LoLT for the majority of learners from Grades 4 to 12. Furthermore, the

mathematics achievement from Grades 4 to 6 is disastrous. This situation could

be associated with the transition from one LoLT (home language) to a second

language (L2) for the majority of learners.

Previous research indicates that teaching and learning which take place in a L2
create problems (Macdonald, 1990; NEPI, 1992; De Klerk, 1995a; Heugh, 1995b;
NCCRD, 2000; Probyn, 2001; Bloch, 2002 & Mabiletja, 2008). In most cases,




particularly with regard to African schools, learners are not proficient in the
LoLT. This situation might be caused by lack of adequate and appropriate models
of language as most educators and learners are not home language speakers of the
LoLT. Learners are therefore challenged by mastery of academic content and the
ability to master the content through the use of the L2. There is a breakdown
between language policies and classroom practice with extensive code-switching
by teachers and learners, particularly in areas where there is a shared home
language and consequently less exposure for learners to the target language,

English, inside the classroom (Probyn, 2005b).

It seems the transition to English only as LoLT in the intermediate phase does not
sufficiently equip learners with the ability to learn successfully. According to
Macdonald (1990), this language problem contributes greatly to the failure rate of
African primary school learners. This problem is then transferred to secondary
schools. Not all learners are ready for the transition from home language to
English as LoLT at this stage and educators also feel pressure because they realize
that learners are not yet ready to be taught and learn in English. Teachers have
realized this through learners’ behaviour such as their inability to communicate
effectively in class and apathetic attitudes toward their school work (Probyn,
2005b). As shown above, the language literacy was 33,9% in Grade 6 in 2014
(DBE, 2014). This study is, therefore, conducted with the assumption that there
might be some problems with government’s LIEP and its implementation by
schools. Another issue is that there may be a lack of synergy between the LIiEP
text and actual practice in schools. The study is intended to propose a working
model that will inform appropriate departmental authorities, parents and educators
about how the transition to multilingual education (MLE) should be done in South
African schools. The study thus provides a contribution to pedagogically

motivated literature on language planning.
1.2.2  The context of the research problem

This section discusses briefly the context of the research problem. According to

Statistics South Africa (2012:25), the majority of languages spoken as home

6



languages in the Limpopo Province (the province under investigation) are
Northern Sotho (Sepedi), Xitsonga, and Tshivenda. Despite the three dominant
African languages in this province, other African languages such as Sesotho
(Southern Sotho), Setswana, SiSwati, isiNdebele, isiXhosa, isiZulu as well as
South African Sign Language are also spoken, although they may constitute a
very small percentage of the population. Webb (2002b) argues that the choice of
LoLT in schools of this province does not coincide with learners’ home
languages. When comparing learners’ home languages with their choice of the
LoLT, the results confirm that about only 1,6% of learners speak English and
61,9% prefer English rather than their home languages in Limpopo Province. By
that time, 67,8% of learners were taught in English. Owing to the multilingual
situation of this province, the implication for developing a multilingual language
policy is that it would be reasonably practicable for many learners to have at least
a bilingual education in English and one African language such as Northern

Sotho, Tshivenda or Xitsonga.

The study by Meyer (1998) shows that there is a difference between what teachers
report about their language practices in class and what they actually do in
Limpopo. In Meyer’s study, it was established that most teachers and learners in
secondary schools in the Limpopo Province rely on English for the purpose of
writing, but for interaction they use a combination of languages (Meyer, 1998).
The majority of teachers show a strong preference for English as LoLT. However,
Meyer (1998) and Mabiletja (2008) note that in practice teachers and learners
continue to use both English and their primary languages in class, especially in
ex-DET schools. This practice is not only seen in the Limpopo Province. The
Language of Instruction in the Tanzania and South Africa (LOITASA) project
also revealed this practice in the Eastern Cape Province where teachers code-
switch between English and IsiXhosa (Brock-Utne & Holmarsdottir, 2003).

Another study on language use in education was conducted by the National
Centre for Curriculum Research and Development in four provinces of South
Africa, including Limpopo (NCCRD, 2000). The NCCRD study clearly shows



that the problem posed by language is one of the main factors that lead to poor
academic performance and high failure rate. There is a need, therefore, for
schools to use a multilingual education approach that will ensure success in

education, equitable access, and language rights.
1.2.3. Research questions

This study aimed to provide an answer to the main question on how the transition
to MLE is practiced in South African primary schools. In order to address the

research problem, the following questions were asked:

1. What are the claims made by the government’s LiEP with regard to MLE
in South African schools?

How do selected schools conform to government’s LIiEP?

Which are the languages of choice in these schools and why?

What problems are encountered in this trend of language choice?

o M N

What is the relationship between mother tongue-based education and
development in general?

6. How does this affect the implementation of multilingualism in schools?

In order to answer these questions, data were collected in the selected primary

schools of Pietersburg Circuit in Capricorn District of the Limpopo Province.
1.3 Aims and objectives

From the previous sections, it appears that there is a problem regarding the

transition to MLE in South African schools. Therefore, this study aims to:

e examine how the transition to multilingual education is effected in South
African schools;

e analyse the situation of LiEP implementation in South African schools.
(the analysis will address the issue of LIEP implementation and practice
and investigate whether the schools comply with the pedagogical

motivations and theories dealing with transition from L1 to L2); and



e propose contextualized practical pedagogical recommendations as
solutions to a problem encountered with regard to the transition to MLE in

a situation such as that of South African schools.
1.4 Multilingual education

This section focuses on the concept of multilingual education. It further provides
the roles that MLE plays in society. Various scholars view MLE differently. The
section also defines the concepts of multilingualism, transition to MLE as well as
other relevant concepts and how they are used in this study. It also reveals that
some people are of the opinion that MLE is a barrier to learning, whereas some

view it as a resource for learning.
1.4.1  The concept of multilingual education

The recognition of the multilingual nature of societies, particularly the role of
indigenous languages in developing countries, has led to the increased attention to
multilingual education (MLE). According to Corson (1990), multilingualism is
the recognition and the use of more than two languages in every sector of the
community. Apart from Corson’s definition of multilingualism, Jessner (2008:18)
defines it as an acquisition of more than two languages and he indicates that it
covers a wide range of meanings including the mastery of two languages. This
implies that bilingualism may be used interchangeably with multilingualism. In
addition to these definitions, Mateene (1999) contends that multilingualism means
both the ability to speak, write and read one’s languages. This implies that
multilingualism does not mean only an understanding and the ability to speak
more than one language, but that it must also include the ability to read and write

in those languages.

MLE refers to first language first, that is, schooling which begins in the mother
tongue before the transition to an additional language. According to UNESCO
(2003b), MLE may involve the use of at least three languages in education, that
is, the mother tongue, a regional language or national language and an
international language. This includes bilingual education where two languages are
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used. This further includes educational programmes that use languages other than
the first languages of learners as LoLTs. MLE programmes aim at developing
communicative proficiency in more than two languages. This means that the need
for an individual to become more competent in other languages than one’s own
language will be promoted by MLE. Considering the definition of multilingualism
by Mateene (1999), as cited above, MLE will enable learners to understand,
speak, write and read more than two languages. In this study both bilingual
education and MLE are used interchangeably.

The concept of transition with regard to MLE refers to a switch, shift or change
from using just one language to adding another language for the purpose of
learning and teaching. All languages may be used simultaneously without
replacing one with the other. In South Africa it will mean an addition of first and
second additional languages. This is in contrast with the transition which has been
emphasized or proposed by transitional theorists where a shift is geared towards
English as replacement of mother tongue instruction. In MLE one is encouraged
to access education in a home language while learning a language of wider
communication which is usually an ex-colonial language in most African
countries. MLE entails that transition should be a two-way bridge — back and
forth — and not an abandonment of mother tongue literacy. UNESCO (2003b: 32)
encourages that language should be learnt through different stages, namely, (1)
“the early acquisition...of a second language in addition to the mother tongue”
(learning takes place entirely in the learners’ mother tongue); (2) “the introduction
to a second language...as a subject of instruction” (building fluency in the mother
tongue with the introduction of oral L2; (3) “further education in this second
language at primary-school level based on its use as a medium of instruction”
(building oral fluency in L2 and introducing literacy in L2). This step is very
important when we consider that transition must take place when learners are
ready for it; it is also not necessary in the South African context because many
learners speak other languages than English (a language of wider communication)
and the research done by UNESCO (2003b) indicates that learners who learn in

their mother tongue tend to do better in the latter years. The fourth stage (4) refers
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to “intensive and intra-disciplinary learning of at least a third language in
secondary school” (using both L1 and L2 for life-long learning). I think it is
important for governments to take a look at the level of competence of learners in
different languages at these different stages. They must ensure that the transition
is done whenever the child achieves the level of competency that enables him/her
to access the necessary curriculum needs and it must be geared towards MLE and

not towards a L2.
1.4.2  The function of multilingualism in education

There is a plethora of literature about the function and advantages of
multilingualism in education. From these studies, two contrary views on the
function of multilingualism in education may be identified. Mabiletja (2008)
showed that multilingualism is viewed either as a barrier to learning and teaching
or as a resource for learning and teaching. Scholars such as Tokuhama-Espinosa
(2003) regard multilingualism as a barrier to learning and teaching because it
prevents learners from being proficient in the language of wider communication.
Tokuhama-Espinosa (2003) further believes that by learning more than one
language children can suffer “brain overload” and that multilingualism can cause
language problems such as stuttering or dyslexia. It is argued that multilingualism
will impede the learning process because learners get confused at the end when
they fail to acquire skills in any of the languages. According to her, learning
through L2 as early as possible can cause learners to master L2 and they do not
need L1 LoLT (Tokuhama-Espinosa, 2003). Although Brock-Utne (2000:178)
argues that multilingualism in education constitutes a barrier to learning in tertiary
education, Cummins (1986) shows that such learners will not have problems
because if they acquired cognitive and academic language proficiency (CALP) in
their L1 and if tertiary education is in L2, the skills will automatically be
transferred to L2. This means that they will make academic progress.

Contrary to the view that multilingualism creates a barrier to learning process,
scholars such as Onuko (Unknown), Skutnabb-Kangas and Garcia (1995),
Cummins (2000), Thomas and Collier (2002), Garcia (2009), MacKenzie (2009)
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and Komorowska (2011) view multilingualism as a resource for learning and
teaching. Among other things, these scholars view MLE as a means to improve
learning outcomes, reduce repetition and drop-outs, provide access to the
curriculum and to learning, improve critical thinking abilities, and greater
cognitive flexibility. According to these scholars, multilingualism in education
further provides learners with more skills to use even beyond school level such as
that they will become valuable assets in their society. The scholars maintain that
being able to communicate in multiple languages will help people to better
understand other people from different cultural backgrounds. They will have
different perspectives of the world around them, can work and study in other
countries, can fit a large society and increase job opportunities ( De Klerk, 1995a;
Skutnabb-Kangas & Garcia, 1995 & Crawford, 1996). This implies that MLE
prepares an individual to confidently participate in a multilingual world. It means
that learners will become responsible adults in the workplace and will succeed
and become more productive. It also implies that they will have better
opportunities in an interdependent society.

1.5 Multilingual education in South Africa

In South Africa, the use of language in African schools revolves around
Afrikaans, English and African languages (Macdonald, 1990 & Hartshorne,
1992). This section examines briefly the schools’ language-in-education policies
(LiEPs) in South Africa and a particular focus will also be placed on the Limpopo
Province. In contextualizing the current situation in South Africa, a brief
historical overview of the LiEPs in South Africa is very important. | will begin by

discussing the sociolinguistic profile of South Africa.
1.5.1 The linguistic diversity of South Africa

South Africa is a multilingual country and it has a total population of
approximately 50 million (Statistics South Africa, 2012). Eleven languages (two
languages, which were official languages during the apartheid government and

nine African languages, which were used informally at the regional level during
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that era) are now given official status at national level (Webb & Kembo-sure,
2000). The official languages of South Africa are still regionally based. This
implies that they are concentrated in certain areas. For example, isiZulu in
KwaZulu-Natal, isiXhosa in the Eastern Cape, isiNdebele and siSwati in
Mpumalanga, Setswana in Northwest Province and Northern Cape, Sepedi
(Northern-Sotho), Tshivenda and Xitsonga in Limpopo Province, Afrikaans
mainly in the Western Cape and Sesotho (Southern-Sotho) in the Free State.
English is spoken across the country and mostly in urban areas (Madiba, 1999).

Almost all of South Africa’s official languages are found in Gauteng Province.
Moreover, some of these languages are major home languages in some
neighbouring states such as Sesotho in Lesotho, siSwati in Swaziland, Setswana
in Botswana, Ndebele and Venda in Zimbabwe (Madiba, 1999). Generally,
Afrikaans and English perform high functions as compared to African languages.
English and Afrikaans are practically and officially used in domains such as
government, administration, the courts of law, education, commerce and the
media, (with English gradually replacing Afrikaans), whereas African languages
are used in primary domains such as interpersonal communication, and for
religious and cultural purposes (Webb & Kembo-Sure, 2000:46). This situation
creates a great challenge for education and language policy implementation in
South Africa.

1.5.2  Language policies in South Africa

Following the election of the new democratic government in 1994, a multilingual
language policy was adopted as it is enshrined in section 6 of the Constitution
(Act 108 of 1996). In Section 6 (1) of the Constitution English, Afrikaans and
nine African languages, namely, isiZulu, isiXhosa, isiNdebele, siSwati, Sepedi,
Sesotho, Setswana, Tshivenda, and Xitsonga are given equitable official status.
One of the main objectives of the policy is to elevate the status and advance the
use of these African languages against the background of the past discriminatory
language policies. This implies that the African languages will develop in terms

of terminology since the material to be used in education will need to be provided.
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The Constitution of the Republic of South Africa (1996) promotes the
implementation of a multilingual policy in various domains including education.
The multilingual policy is also emphasized in the Language Task Group
(LANGTAG) report (LANGTAG 1996) which identified the language-related
needs of South Africa and made recommendations about language policies across
different domains including education. LANGTAG strongly supported the
widespread use of African languages in all spheres including education. Among
others, LANGTAG (1996) made recommendations to conduct surveys identifying
home languages for the target groups, language proficiency, language attitudes,
availability and provision of resources, involvement of non-government
organizations (NGOs) and SADC on training facilities, language syllabuses, and
classroom language practices that will show how far the MLE is practiced and
also guide the government and the Department of Education (DoE), in particular,
on the formulation of the new LIiEP and its implementation plan. The report does
not, however, address the issue of using English as LoLT. Before discussing the
new LIiEP in South Africa, | will briefly discuss the previous language-in-

education policies and their effect on the current situation.
1.5.2.1 Historical background

Hartshorne (1992) argues that the education policies of a country reflect its
political status, its tradition, values and its conceptions of the future. He further
shows that such policies are also influenced by economic and social factors
(Hartshorne, 1995). According to Hartshorne (1992), South Africa is not an
exception to this fact because the choice of languages and their status also seem to

be mainly determined by political and economic factors.

South Africa has used several language-in-education policies since the occupation
by the Dutch in 1652. Dutch was used as LoLT to teach the Khoi and San
children (Bekker, 1999). After the British government took over the control of the
Cape colony, English replaced Dutch when a new policy of Anglicization was
adopted between 1806 and 1848. The establishment of the Union Government in
1910 recognized both Dutch and English as the official languages of the Union of
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South Africa. Afrikaans replaced Dutch and was used alongside English in 1925
(Bekker, 1999 & Hartshorne, 1992). In 1948, the mother-tongue education policy
was introduced following the National Party ascendancy to power and the
introduction of Bantu education in 1953 (Hartshorne, 1989). The mother-tongue
policy was rejected by the African language speakers as it was viewed as a means
of promoting ethnic divisions and imposing Afrikaans on education for the
Africans. Thereafter a new language policy was passed where some subjects were
taught through Afrikaans and others through English. Such a policy approach led
to the resistance to Afrikaans as LoLT, which in turn led to the Soweto uprising in
1976.

These previous policies resulted in the language status inequalities, the
development and domination of English, the rejection of Afrikaans by Africans,
the development of Afrikaans, the marginalisation of African languages, as well

as the racial and class inequalities.
1.5.2.2 The LiEP in South Africa

The formulation of the new LIEP in 1997 was informed by the previous LIiEPs,
the above-mentioned initiatives by the government, the other policy frameworks
such as the National Education Policy Act (Act 27 of 1996) and the South African
Schools Act (DoE, 1997b). The main aims of the Ministry of Education in
formulating the new LIEP are outlined in the LIiEP policy document and include,
among other things, the promotion of the additive multilingualism approach to

language in education.

The LIEP (DoE, 1997b) also makes provisions that learners should learn through
the medium of any official language of their choice. It further provides that
learners should learn a home language as well as at least one additional language
(DoE, 1997b). The LIEP emphasises the maintenance of mother tongues while
providing access to the learning of additional languages (DoE, 1997b). The

language policy is, therefore, intended to encourage or promote the use of mother
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tongue alongside other languages of wider communication such as English
(Heugh, 2000).

The LIiEP is also aimed at negating the disadvantages resulting from any kind of
mismatch between home languages and LoLTs and at achieving non-linguistic
goals such as building a non-racial nation in South Africa. This policy also seeks
to ensure that no one is discriminated against at school by not using their
languages as LoLTs or by not offering their languages as subjects. To promote
additive multilingualism, the policy requires that learners must pass at least two
languages in Grade 12. One of these languages to be passed in Grade 12 should be
a home language. The policy provides support for single-medium schools, but it
encourages schools to provide for more than one LoLT where the need arises
(DoE, 1997b).

Regardless of the problems that may be related to the current LiEP, this policy
shows a democratic approach to language in education planning because it is
inclusive of all official languages. The main challenge is how the transition to
multilingual education in provinces that have different linguistic complexities
should be done. Another challenge is that there is no synergy between the current
LiEP and the Curriculum and Assessment Policy Statement (CAPS) because in
the NCS and CAPS the choice of three languages is never emphasized. The
linguistic situation in provinces such as Limpopo seems to be more complex in
view of the high number of major official languages (i.e. more than five
languages are spoken). More on this will be discussed in the following chapter.
Another issue is that of transition to English. This is confusing since mother

tongue or a native language should ideally be used as LoLT.
1.6 Theoretical and conceptual framework

This section provides briefly the theoretical framework that forms the basis for
this study. More details on this topic will be provided in Chapter 3. In
conceptualizing this research, Cummins’s theory on transitional bilingual

education (1978) and bilingual implementation models (Skutnabb-Kangas &
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Garcia, 1995) are the areas upon which the theoretical and conceptual frameworks

for this research are based.
1.6.1 Cummins’s theories on language in education

Transitional bilingual education theory puts emphasis on learning one’s native
language so that this will facilitate the learning of L2. An assumption is that
children’s success in L2 depends on the mastery of their native languages.
According to Cummins (1978:222), some learners may benefit from bilingual
education. He presents a set of hypotheses which are elements of his theory,
namely, the threshold hypothesis and the interdependence hypothesis (Cummins,
1978).

The threshold hypothesis predicts the cognitive and the academic effects of
bilingualism (Cummins, 1984:3). According to the threshold hypothesis the level
of development of a children’s L1 forms a strong foundation for their L2
development (Cummins, 2000). This implies that children must acquire a
threshold level of competence in their L1 before they can acquire academic
achievement in their L2. If this can happen then the child has achieved positive
bilingualism. This implies that the child is proficient in both languages.
According to this hypothesis, it is possible that the child may acquire semi-
lingualism, that is, low competence in both the L1 and the L2. This means that if
L1 is inadequately developed, the L2 development will deteriorate. The
interdependence hypothesis, on the other hand, states that L2 development is
greatly influenced by the extent to which L1 has developed. It means that the
skills, knowledge, values and attitudes supported in the L1 enhance the
development of the L2. This implies that if there is the provision of continued,
sufficient support in acquiring L1 skills that will advance L2 learning. This
implies that a high level of competence in L1 will lead to a high level of
competence in L2 and a low level of L1 competence will then lead to a low level
of L2 competence. Cummins (1978) concludes that it is necessary for a child to
acquire CALP in L1 in order to transfer such skills in L2. This will in turn help a

child to attain a high level of competence in both languages. The hypothesis also
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states that if L1 competence cannot be well developed before introducing a child
to L2 instruction, both languages may not develop to enable learners to attain high

academic achievement.

Cummins’s theory has received criticism from scholars such as Canale (1984),
Genesee (1984), Spolsky (1984), Troike (1984) and Wald (1984). These critics
state that Cummins’s theory does not consider other factors that affect learner
achievement such as cultural, social, political and attitudinal factors. Cummins’s
theory treats schools the same since it does not consider the socio-economic
differences of schools which greatly influence the academic achievement of
learners. It must also be added that the theory was designed for transition to
learning in English (monolingual education) rather than continuing with L1. It
simply suggests that a solid foundation in the L1 prepares children in learning
English. An emphasis is that a child must know a mother tongue first as this
makes it easier to attain a desired goal of learning and teaching in English. But the
transitional bilingual theory shows practical possibilities and as a result it is worth

consideration together with other factors.
1.6.2  Bilingual education models

Apart from Cummins’s theory, Skutnabb-Kangas and Garcia (1995), Skutnabb-
Kangas and Cummins (1988) and Macdonald (1990) describe models of bilingual
education, namely, the transitional model, plural multilingual model, two-way
bilingual education immersion model, maintenance model and the submersion
model. These models are used by other countries as strategies for implementing

bilingual or multilingual policies.

In the plural multilingual model learners from different language backgrounds
and nationalities use several LoLTs. In this model, learners who were originally
monolinguals are exposed to many languages. The main aim of this model is to
assist learners to become multilingual so that they are able to participate in the

different domains. This model is also referred to as the mainstream bilingual
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model (Skutnabb-Kangas & Garcia, 1995). Skutnabb-Kangas and Garcia (1995)

assert that this is a form of additive multilingualism.

In the two-way bilingual education immersion model both majority and minority
groups learn together in the same class to develop bilingual fluency in both
languages and encourage cultural appreciation. An example of this model is
bilingual immersion schools in California in the United States of America. The
main objective of this model is to make all learners bilingual and bi-literate
(Skutnabb-Kangas & Garcia, 1995).

In the maintenance or developmental model the minority learners start by using
their mother tongues as LoLT and shift to the majority language where both
languages are used as LoLT. For example, some of the subjects are learnt through
the learners’ L1 and the remaining subjects through L2. The minority learners
continue to learn their mother tongues as subjects to ensure that they receive
continued support to become academically competent in their mother tongues.
According to Skutnabb-Kangas and Garcia (1995:227), this model is also referred
to as the additive bilingual education, language shelter or heritage language

model.

In the transitional model, learners are first taught in their native language (L1)
while they are introduced to English (L2) (Macdonald, 1990). After about three
years children are transferred into English only classes. This model has been
successful in countries where teachers have adequate proficiency in L2, there is a
high level of parental involvement and acquisition of initial literacy in L1. The L2

is first introduced as a subject before being used as LoLT.

In the submersion model, children of the non-dominant languages are forced to
learn through languages that they do not understand. The minority language
learners use the dominant language at the expense of their minority languages
(Macdonald, 1990). According to Luckette (1993), this approach promotes

subtractive bilingualism.
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In relation to the abovementioned bilingual models, Luckett (1993) refers to those
that relate to a positive attainment of L2 competence while maintaining the L1
competence (immersion, plural multilingual, two-way dual language, maintenance
model) as additive bilingualism and those that result in a negative influence on
both languages (transitional and submersion models) as subtractive bilingualism.
According to Luckett (1993), additive bilingualism refers to a situation where a
learner gains competence in L2 while L1 is maintained. She argues that this can
only be realized if both L1 and L2 are valued and reinforced. She supports the
idea that this additive bilingual approach has positive effects on a child’s social
and cognitive development. Luckett (1993) believes that if a child maintains
his/her L1, it will be easier for him/her to master content in L2. In contrast to the
additive bilingual approach, there is the subtractive bilingual approach to
education, which has to do with a situation where a child learns the L2 at the
expense of the L1 (Luckett, 1993). Luckett (1993) further states that this situation
occurs when the L1 of the child is not valued and supported by the education
system. As a result, this approach has a negative impact on a child’s social and
cognitive development. This implies that the child’s L2 will not develop and as

such she/he might not be able to make sound judgments about the content in L2.
1.7. Research design and methodology

This section outlines the research design and methodology used in this study. It
describes briefly the research methods as the extended discussion on this is
provided in Chapter 4. Mouton (2001) defines a research design as a plan or
blueprint of how one intends to conduct the research. It provides a set of
guidelines and instructions on how to reach the goals the researcher set (Mouton,
1996). Research design is, therefore, a framework on which the study is based. It
explains how this study is planned to be conducted. For this study both
guantitative and qualitative approaches are used to overcome the pros and cons of
one approach. On the other hand, research methodology refers to the description

of the research methods that are used to collect and analyse data.

20



The methods of data collection and instruments include interviews, observations

and a questionnaire.
1.7.1 Research approach

This research uses mixed methods approach as indicated above. The quantitative
research approach establishes statistically significant conclusions about a
population by studying a representative sample of the population (Babbie &

Mouton, 2001). It has the following general characteristics:

e data is numerical, where tables and graphs are mostly used to explain the
trends of the findings;

e the questionnaire is the main instrument used for data collection (Babbie
& Mouton, 2001).

In this study | used questionnaires to collect data from learners and the data is,

therefore, presented in tables and graphs.

A qualitative research approach, however, relies on non-numerical data (Johnson
& Christensen, 2000). This approach is explorative, descriptive and contextual
(Babbie & Mouton, 2001 and Cresswell, 2007). The research explored and
described the experiences of learners and educators in classes composed of
learners with similar or different home languages through semi-structured
interviews and observations. This approach helps to achieve better informed
results because, through interviews, follow-up questions may be asked to seek
clarity and the researcher may allow the respondent to reach a saturation point,
unlike in gquantitative approach where the respondent is not able to elaborate and
the researcher cannot ask follow-up questions. The research is also contextual
because it focuses on learners in primary schools, specifically the grades 3 and 4
learners who are mainly introduced to languages other than their home language
and/or their educators’ home languages. The two approaches used supplemented

each other.
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1.7.2 Research setting

Describing the experiences of learning and teaching in a certain language requires
observations and interviews in the settings where they take place. The study takes
place in selected South African primary schools in the Pietersburg Circuit of the
Capricorn District of the Limpopo Province. These settings were selected on the
basis of accessibility, mixed groups of people because of the different types of
schools, namely ex-DET, ex-Model C and private schools, and the quality of data
and credibility. In some schools classes comprised similar home languages and in

some there were a variety of home languages.
1.7.3  Sampling and participants

Sampling refers to the use of subset of the population to represent the whole
population. According to Johnson and Christensen (2000), sampling is the process
of drawing a sample from a population for research purposes. They further argue
that when we sample, we study the characteristics of a subset selected from a
large group in order to understand the characteristics of the larger group. De VVos
(2000:191) defines sampling as “a small portion of the total set of objects, events
or persons which together comprise the subject of our study”. In this study
purposeful sampling is used to ensure the gathering of relevant data and the
trustworthiness of the research. According to De Vos (2000:192), “purposive
sampling bases the selection of study settings and participants on each feature and
characteristics that will enable the researcher to gather in-depth information on
the areas of research interest”. This sampling method ensures that only the most
suitable participants for the research are interviewed, for example, Grade 5
learners, their educators, principals, parents and departmental officials.

Selection Criteria

e Learners and educators were selected from primary schools in the circuit;
e Learners and educators were selected from Grade 5;

e Principals;

e School governing body (SGB) representative (parent component);
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¢ and departmental official from the circuit office.

To ensure that the data collected was manageable, the study was conducted in six
schools out of 20 primary schools in the circuit. In each school the research
involved the school principal, the chairperson of the School Governing Body
(SGB), 3 teachers (Grade 5), departmental official - preferably the circuit
manager - and 466 learners. The reasons for selecting only 466 learners included
ensuring the representativeness of the sample and also ensuring that the data were

manageable.
1.7.4  Methods of data collection and instruments

Triangulation was used since both quantitative and qualitative methods of
collecting data were used in this study (Hammell, 2002; Tobin & Begley, 2004).
According to Mouton and Marais (1988), triangulation refers to the use of
multiple methods of data collection, analysis and interpretation. Bailey (1987)
defines triangulation as a means to ensure that the correct data is gathered by
comparing of the results of two or more methods. This implies that triangulation
methodology involves the use of both qualitative and quantitative methods of data
collection (Leedy, 1993). This method was chosen in order to increase the
reliability of the results and to counterbalance the limitations of each method
(Mouton & Marais, 1988). Data for this study was, therefore, collected by using
three instruments, namely, questionnaires, interviews and observations (Bogdan
& Biklen, 1992). At a basic level document analysis was also used with regards to

language policies.
Questionnaires

Bailey (1987) defines a questionnaire as a list of questions to be answered by the
participants in a survey. He further states that it is a self-administered instrument
where the respondent is left to complete it alone in his/her own time. But the main
challenge is that participants may leave some questions unanswered and the
researcher cannot seek clarity as questionnaires normally do not have space

provided for names. Among other advantages, a questionnaire saves time
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(Chiwome & Thondhlana, 1992) and makes it easy to compare the results
(Robinson, 1996). In this study questions based on schools’ language

backgrounds and personal profiles were answered in the questionnaires.
Interviews

An interview is a data collection method in which the researcher puts questions to
a research participant (Johnson & Christensen, 2000). During interviews an
interview schedule is used to direct and guide the interviews and also to specify
the kind of information needed for the research. In this study the interviews were
semi-structured and flexible to cater for emerging themes. This implies that the
questions were asked and used to categorise responses from interviewees. In the
interviews, follow-up questions were asked to seek clarity when necessary. All

interviews were audio-taped and transcribed.
Observations

In order to ensure that the data is valid and reliable, observations of the events in
their natural setting in the school were used. Jonson and Christensen (2000) state
that people do not always behave like they say. Notes about the use of LoLT were
also taken during observations. An observation sheet was used to identify and

record the actions that were important for the study.

Document analysis

Document analysis (School LIEPS) in this study refers to the analysis of South
Africa’s new LIiEP and the schools LiEPs. These LIiEPs were investigated to

observe their interaction with the practical situations in the classrooms.
1.7.5 Data presentation and analysis

Data analysis is a process of organizing and interpreting the data (Cresswell,
1994). Data is examined to look for both common and distinctive ideas.
Interpretation involves attaching meaning and significance to the analysis,
explaining patterns and looking for relationships (Cresswell, 1994). For the
purpose of this study, it means that digital recorded interviews were transcribed
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and read several times, highlighting significant statements that provided an
understanding of the participants to create themes and categories (Cresswell
2007). 1 then reflected on the context and situations that might have influenced the

results.

Data from learners was categorised and displayed in tables as well as graphs
where a simple statistical method was used to analyse the data. Questions in the

questionnaire were used to categorise the results when analysing the results.

A literature control was used to compare and contrast the results of this study with
other findings (Cresswell, 2007). This means that literature from other scholars
was used to show the trends discovered in other research findings as compared to
the findings of this study. Data gathered for the purpose of this study was
approached and analysed in the light of Cummins’s theory on transitional
bilingual education (1978) and bilingual implementation models (Skutnabb-
Kangas & Garcia, 1995) in order to suggest a model relevant to language use in
South Africa. Cummins’s theory and bilingual models are discussed in detail in

Chapter 3 dealing with the theoretical and conceptual framework.

1.7.6 Procedures and ethical considerations

Research studies are required to follow procedures and ethical considerations to
ensure the participants’ confidentiality and to show respect for their rights. The
purpose of the research is communicated to the participants before continuing
with the survey. In this study | made sure that all participants signed consent
forms before participating in the study. Parents were requested to sign consent
forms on behalf of their children to indicate that they allowed them to take part.
Learners were also given the choice to withdraw from taking part even if their
parents had signed on their behalf. Questionnaires were administered with all
learners in the presence of the researcher to clarify where there was a
misunderstanding of the language used and for selected participants open-ended

interviews were conducted. Indicating the names on the questionnaires or in the
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interviews was optional in order to ensure anonymity. This means that it is not

possible to identify the source of data.
1.7.7  Reliability and validity

When investigating a certain phenomenon it is important to ensure that the
method one uses for data collection and analysis will ensure valid and reliable
outcomes. For this study reliability and validity were checked by using strategies
for trustworthiness which include strategies such as credibility, transferability,
dependability and confirmability (Lincoln & Guba, 1985).

Credibility (Truth value) ensures the identification of whether the explanation fits
the description correctly. For this study credibility was ensured by using the
triangulation method when collecting data through questionnaires, interviews and

observations.

Transferability (Applicability) refers to the generalizability of inquiry. This
checks whether or not the results are applicable in another context of the same
kind. In this study literature control was used to compare the findings of this
study with that of other scholars. The results from learners, educators, principals
and SGB chairpersons from different schools were compared.

Confirmability (Neutrality) captures the traditional concept of objectivity. It
focuses on whether the results of the research could be confirmed by another. This

was also checked through the triangulation method.

Dependability (Consistency) refers to the sustainability of the research results.
This is to check if the results of the research would be the same if another sample
from a similar setting is used. In this study the results from learners, teachers,
principal and SGB Chairperson from each school were compared for this purpose.
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1.8 An outline of the structure of the thesis
The thesis is divided into the following chapters:

Chapter 1 is an introduction to this research. It provides a bird’s eye view of
what this study is all about. It consists of the formulation of the research problem,
the background of the research, the research questions, the aims and objectives of
the study, a discussion of multilingual education including the sociolinguistic
profile in South Africa, the research design and methodology, validity and

reliability, and an outline of the structure of the thesis.

Chapter 2 provides a detailed literature review that forms the background of this
study. The following aspects are discussed in this chapter: multilingual education
in the world, multilingual education in Africa, multilingual education in South

Africa, as well as the linguistic situation in the Limpopo Province.

Chapter 3 presents in detail the theoretical and conceptual framework that is used
in this study. Cummins’s theory on transitional multilingual education and models
of bilingual education are discussed. These are compared with other theories

relating to multilingual education.

Chapter 4 provides detailed discussion of the research design and methodology.
This includes research approach, sampling, data collection methods, presentation
and analysis as well as reliability and validity. The research approaches that were
followed in this study include quantitative and qualitative approaches. Purposive
sampling was applied for all learners, teachers, principals and SGB chairpersons
of the schools. Three tools for collecting data are discussed in detail, namely,

guestionnaire, interviews and observation.

Chapter 5 is data presentation. Data from the questionnaires was put into tables,
question by question, and where the questions were mutually related then the data
were put in the same table. Data from the interviews is also shown in separate

tables.
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Chapter 6 is the analysis of the research findings and the findings were compared
and contrasted with the related literature and research. The findings were codified
and discussed under the themes such as home languages, LoLT, language subject,
language proficiency and learning problems, and language policy awareness.

Chapter 7 provides the summary of the research report as well as the conclusions
and recommendations. This chapter also provides the proposed model that might

be useful for multilingual education in South African school situations.
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CHAPTER 2

LITERATURE REVIEW

2.1 Introduction

The issue of language in education and multilingual education (MLE) in
particular has not been discussed adequately in South Africa. Generally, literature
on language in education shows that there is a strong link between language,
academic achievement at school, economic competitiveness as well as social
development (Cummins, 1978; Heugh, 2002c & UNESCO, 2010). As such the
choice of language of learning and teaching (LoLT) as well as language policy in
schools is very crucial since language and communication are critical factors in
the learning process (UNESCO, 2010). Language in education can be viewed on
two levels: (i) language as medium of instruction (Mol) or LoLT, as well as (ii)
language as a subject of learning.

South Africa is facing a challenge on the basis that transition to multilingualism
should not be merely a replacement of one language with another, but an addition
of such a language so that both or more languages are used as LoLTs in a MLE
perspective. This is called additive multilingualism as the focus is on maintaining
mother tongue (MT) as Mol and adding L2 in order to achieve dual medium of
instruction later. The idea would be that two or more languages are used in
parallel or alternatively as LoLTs while they are also studied as subjects. This
study focuses on how the transition to MLE is done in South Africa while taking
into consideration LIEP constraints and other socio-economic as well as regional
factors. The study also takes into consideration the constitutional provisions with
regard to LiEP, more specifically the equitable use of all languages and the right
to choose the LoLT(s) (Section 29 (2) of the Constitution, Act 108 of 1996).

The main focus of this chapter is to review literature on language in education in

general, and more particular, MLE in the world including South Africa.
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The chapter begins by discussing the concept of multilingualism, followed by a
discussion on MLE programmes, mother tongue based MLE, MLE in the world,
MLE in Africa, MLE in South Africa and MLE in the Limpopo Province as
presented in literature. The chapter concludes by bringing into perspective the

major findings of the reviewed literature.
2.2 The concept of multilingualism

Multilingualism is a common phenomenon which is found in most parts of the
world including South Africa. Different scholars define multilingualism in various
ways. For example, Skutnabb-Kangas (1988) defines multilingualism as the
mastery of more than one language. It is noticeable that Skutnabb-Kangas’
definition has to do with competence rather than language usage. This study will
focus only on language as it is used in class communication since language
proficiency is out of the scope of the present study. According to Webb (1998),
multilingualism can be defined quantitatively as well as qualitatively. A
quantitative definition embraces knowing three or more languages by an
individual and the presence of three or more languages in a community referring
to societal multilingualism. This deals with the number of languages an individual
is able to use and the number of languages spoken by members of a community.
On the other hand, Webb (1998) states that the qualitative definition of
multilingualism is determined by peoples’ language attitude. In this case it
depends on how people rate the value of languages according to what they are
used for in the community. Different languages might be used for different
purposes. For example, one language may be used in formal domains such as in
government, education, and media, whereas others are used for non-formal
situations like at home. This concurs with Corson (1990) who defines
multilingualism as the recognition and the use of more than two languages in
every sector of the community. Skutnabb-Kangas (1988) asserts that the
qualitative definition has to do with identification where one identifies
himself/herself or where a community is identified with more than one language.

Heugh (1993) states that being multilingual means being able to communicate in
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at least two languages. In South Africa the knowledge and the use of both English
and Afrikaans were regarded as being multilingual. This was due to the fact that
these were the only official languages that were recognised by the apartheid

government.

The concept of multilingualism also embraces the concept of bilingualism as the
latter means the knowledge and the use of at least more than one language
(UNESCO, 2010). In this study the concept of multilingualism is viewed as
including all forms of multilingualism together with bilingualism, trilingualism,

etc.

In the democratic era now it is officially acknowledged that South Africa is
characterised by linguistic diversity. According to Wurm (1999), multilingualism
is therefore regarded as a norm in South Africa. This country consists of many
languages and even the Constitution of this country declares eleven languages
official at national level to show this linguistic diversity. Curriculum 2005 (DoE,
1997a), the new Revised National Curriculum Statement (DoE, 2002a), and the
Curriculum and Assessment Policy Statement (DBE, 2011b) encourage the
learning of at least two languages at Grade 12 whereas the new curriculum,
CAPS, encourages the learning of two languages from Grade 1. This linguistic
situation necessitates the need for an education system which includes everyone
in the country and that is MLE.

2.3 Multilingual education

Language use in education is a crucial issue that needs special attention.
According to Bloch (2002), for successful and competitive national development
of multilingual states in Africa there must be recognition of MLE among other
factors. UNESCO (2011) prefers multilingual education to refer to at least three
languages in education. According to UNESCO (2003b & 2011), MLE may
involve the use of at least three languages in education, that is, the mother tongue,
a regional language or national language and an international language. In MLE

one is encouraged to access education in both home language and a language of
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wider communication, which is usually an ex-colonial language in most African
countries such as Nigeria (Simire, 2003), Tanzania (Brock-Utne, 2005) and South
Africa (Heugh, 1999).

MLE can be organised in the form of models such as immersion, transitional,
maintenance and submersion programmes that are discussed briefly in Section
2.3.1 below. Various models and theories in multilingual environments have
proposed that transitional arrangements should be made with regard to LoLT.
According to UNESCO (2010), most of the models prefer that such transition
should be geared towards using an official second or additional language (L2)
after the first three years of formal schooling. One may argue that such models
were designed for environments where monolingualism is a norm and where one
official language is preferred in schools’ system. It is usually an attempt to
address the problem of immigration where an immediate transition to a national
official language of the country is required for easy communication with the

citizens of that particular country.

According to Cenoz and Genesee (1998a), MLE refers to a situation where more
than two languages are used as LoLTs. This includes bilingual education where
two languages are used simultaneously. This also includes educational
programmes that use languages other than the first languages of learners as
LoLTs. MLE programmes aim at developing communicative proficiency in more
than one language. This means that the need for an individual to become more

competent in other languages than one’s own may be promoted through MLE.

Heugh (2002c) asserts that MLE does not mean choosing between English or
African languages, but it means developing the L1 with an addition of a L2 in a
manner such that L1 is used side by side with L2 for successful learning of the
latter. It may be argued, however, that the transition to the use of more than one
language as LoLT should be substantive rather than be cosmetic. Certain factors
should be taken into consideration, including the development of indigenous
languages and the need to learn a language of wider or global communication.
With regard to LoLT, UNESCO (2011) argues that the language of instruction at
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the beginning of one’s education at such a crucial moment for future learning
should be the mother tongue. This may also suggest the importance of

maintaining mother tongue education throughout the period of learning.
2.3.1  Multilingual education programmes

Multilingual education programmes are types of language education programmes
that focus either on learners’ cognitive development or on making learners fit into
the mainstream by using MTs together with other languages or by going straight
to a L2. Many of the MLE programmes have been developed from the point of
view that learners from the programmes will be bilingual or multilingual and also
attain scholastic achievement, whereas some programmes are aimed at making

learners monolingual and making one language dominate over another.

In her study of the Afrikaans-English teaching programme and the Xhosa
teaching programme, De Klerk (1995) suggests that there must be support from
the authorities because any new change makes teachers to feel uncomfortable. De
Klerk (1995) further suggests that any multilingual programme needs to be linked
to, among other things, a general in-service training on the teaching methodology,
especially where there is not enough material and also a link to a language across-
the-curriculum approach. The language across the curriculum means that there
must be more co-operations between subject and language teachers. All models
have been considered in order to bridge the gap.

Immersion programme

According to Skutnabb-Kangas (1988), in an immersion programme linguistic
majority children with a high status MT choose to be instructed through the
medium of a foreign language. Genesee and Cloud (1998) distinguish between L2
immersion programmes for Language-Majority Students, Developmental
Bilingual Immersion Programmes for Language-Minority Students and Two-Way
Bilingual Immersion Programmes. In L2 immersion programmes, 50% of the
curriculum is taught in MT and 50% is taught in L2. In Developmental Bilingual

Immersion Programme learners initially receive education in MT while studying
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English until they are more proficient in English before it is used as LOLT. In
Two-Way Bilingual Immersion programmes both majority and minority students
are found in the same class. Learners are able to learn from each other. This
implies that this programme is also transitional because in some cases L1 is

replaced by L2.

According to Phillipson et al. (1986), Canadian immersion programmes in which
the majority children are educated in L2, achieve high levels of bilingualism and
success in schools. The goals of these programmes include linguistic and cultural
enrichment and an increased employment for elite (Phillipson et al., 1986).

In their review of multilingual education programmes in Canada, Swain and Barik
(1978) indicate that this model has been successful in Canada where English-
speaking parents have been encouraging their children to learn through French.
Children developed high-level of competence in L2 (French) without replacing
their L1 (English). This programme is normally successful where learners are well

exposed to a foreign language such as in urban areas.
MT-maintenance programme

Skutnabb-Kangas (1988) contends that in MT-maintenance programme, MT is
used as LoLT. This programme shows high levels of success because a goal of
making learners bilingual is achieved and that of equity and integration is also
achieved, for example, the Finnish-Medium classes for the Finnish migrant
population in Sweden as well as the Spanish-Medium classes for the Chicana
population in the USA. This programme is also successful in the majority of
schools because the main groups are all in the same position educationally where
the MT education is given to the seven main language groups in the Soviet
republic of Uzbekistan. Skutnabb-Kangas (1988) asserts that all groups fall under
the majority because they have the right to education in their own languages. This
programme is also successful where learners respect and have a positive attitude

towards their languages.
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Submersion programme

As discussed in Skutnabb-Kangas (1988) in submersion programmes for a
majority, education is through the medium of a former colonial language as is the
case with many African countries. Skutnabb-Kangas (1988) argues that for many
learners these programmes lead to poor results both academically and
linguistically, whereas for minorities it is a common way of educating both
indigenous and immigrant minorities in most countries in the world. This
programme results in dominance in the majority language at the expense of the
MT and this in turn leads to poor school achievement. In this programme some
learners are assimilated whereas many are marginalised (Skutnabb-Kangas,
1988). According to Macdonald (1990), transitional programmes are examples of
submersion programmes. In a transitional model, learners move from the use of

L1 to L2 over a period of time.

UNESCO (2010) distinguishes between the very late-exit transition to the L2, late
exit transition and the early-exit transitional educational model. According to
UNESCO (2010), a very late or late-exit model refers to when a shift to L2 takes
place after six to eight years of schooling whereas the early-exit educational
model refers to a shift from the use of L1 to L2 as early as first year (a straight to
English) or third year of schooling. This programme is used where other
languages are considered to be inferior as compared to other languages in terms of

their functions.

Discussing these programmes, Skutnabb-Kangas (1988) has given an example of
a submersion bilingual programme in Sweden where learners are taught through
the medium of Swedish regardless of where they come from and which languages
they are familiar with. This programme results in the dominance of the L2 at the

expense of that of the minority and also leads to poor achievement.

According to Heugh (1995b), another example of a transitional or subtractive
programme is the transition to English programme that is used in South Africa. As

stated in Heugh (1995b), in South Africa African language speakers are
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assimilated in English-medium classes. So the performance of these learners is
shocking compared with that of Afrikaans and English learners who learn through
the medium of both languages throughout all levels of education. This indicates
the failure of such programmes in South Africa.

According to Skutnabb-Kangas (1988), another type of submersion programme is
in the form of a segregation programme. They assert that in a segregation
programme the powerless majority are overpowered and segregated from the
minority. Different policies are implemented for different groups. The aim of this
programme is for the minority to dominate the majority, for example, the Bantu
education in Namibia through the medium of L1s. This leads to poor results
where the majority attain low levels of cognitive and academic proficiency in both
languages (Skutnabb-Kangas, 1988). This programme is implemented where one
group is more politically powerful than other groups. For example, Phillipson et al
(1986) states that former South Africa under colonial government invaded a very
large part of Namibia where South Africans became the majority. As a result
Namibia became colonised by South Africa, which introduced Afrikaans as Mol
in Namibian schools. Phillipson et al. (1986) maintain that after independence in
1990, Namibia used L2 (English) as a major language of instruction in schools.
The powerless minority people of Namibia became segregated and assimilated

into the mainstream.

In conclusion, the literature shows that the successful bi-/multilingual
programmes are MTE programmes which use MT throughout schooling, additive
BLE or very late-exit transition to L2 all with a good provision of an additional
language (Heugh, 2011). Heugh (2011) further maintains that the additional

language should be taught by expert teachers.
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2.3.1.1 Conditions favouring the success or failure of MLE programmes

The implementation of a programme can measure its success or failure. Skutnabb-
Kangas (1988) propounds that there are conditions that lead to the success and
failure of MLE programmes. These programmes can be implemented successfully
if the following factors are ensured:

Bilingual educators

For the education system to succeed in achieving bilingualism and academic
achievement, educators should be both bilingual and well trained. There will be
no quality learning and teaching if educators are monolingual and not well trained
in multilingualism. Although the need for both bilingual and well trained
educators is highly appreciated, according to Skutnabb-Kangas (1988), it is better
if an educator is bilingual and not well trained than being well trained and
monolingual. This implies that it is better if the teacher knows the language of
learners because s/he will be sure that the message is delivered to the learners.
Heugh (1995a) show that in South Africa the situation is difficult because
teachers are not trained to offer MLE. They indicate that for MLE to succeed in

South Africa, teachers must be trained accordingly.
Bilingual material

The materials used in these programmes must be available at least in two
languages in order to help learners understand easily. One of the languages should
be MT.

Appropriate content

The content of the materials should be appropriate for learners in that it must
impose the cultural values of the target group. This implies that the learners must

be more familiar with the content of the subject.

Learners’ self-motivation
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Learners in the schools must be self-motivated. This high self-motivation could be
achieved if the learning environment is supportive and non-authoritarian. This
situation reduces anxiety and leads to effective learning and teaching because
learners feel that they are not forced to learn in L2. The learning activities in the

classroom must attract learners and must be non-discriminatory and/or inclusive.
Exposure to MT

Learners must be exposed to MT at home, in formal situations and even at school.

This will ensure that MTs develop and that they are not viewed as inferior.
Exposure to L2

Learners must be exposed to L2 outside the school. They should be able to

practice the L2 with their peers and other people to make development quicker.
L1/L2 interdependence

How L2 is taught should not harm but support L1 development. L2 should not

replace L1 in any way.
2.3.1.2 Myths about MLE

According to Cummins (1981), there is a myth that being bilingual causes
confusion among bilinguals. He states that some think that bilingualism prevents
some people from being good bilinguals. As a result learners are punished for
speaking their L1 in school.

Heugh (2002c: 171-196) identifies the following myths of MLE in South Africa:
There is no or not enough indigenous South African research

There is a claim by South African educationists that research about the issue of
language and education is not enough (Heugh 2002c). According to Heugh
(2002c), this indicates that policy makers just want to ignore the research done
internationally such as Malherbe (1978), Cummins (1984), Macdonald (1990),
NEPI (1992), DACST (LANGTAG, 1996), NCCRD (2000), PanSALB (2001),
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Thomas and Collier (2002), Brock-Utne and Holmarsdottir (2003), UNESCO
(2010), and Heugh (1999, 2002b & 2011), These are local and international
research projects that deal with language in education. The only problem is that
people do not want to use these studies because some claim that they are not

applicable to the South African multilingual situation.
Parents want a straight for English

According to the findings of the survey done by PanSALB (2001), it is clear that
it is not true that parents opt for straight for English. The following PanSALB’s
(2001) findings rectified the belief of other researchers who claim that parents
take their children to schools because they want them to learn English.

Heugh (1999 & 2002c) shows that only 22% of parents opt for the straight for
English policy. According to Heugh (2002c) the majority (67%) of the
participants in the 1992 PanSALB survey voted for a transfer to English. In
addition, UNESCO (2010) and Alidou et al (2006) evidenced in their studies that
parents are not against using African languages for education in favour of
English; instead they support the use of African languages.

English is the only language which has the capacity to deliver quality education

to the majority; African languages do not and cannot do so

Heugh (2002c) points out that the problem with Bantu education between 1953
and 1976 was that with its Mother-Tongue Education (MTE) policy it was
ensuring segregation between whites and blacks and the type of education was
aimed at making blacks inferior and whites superior. But learners were able to
progress because they used MT for the first eight years of schooling before
introducing L2 as LoLT. Again, textbooks were written in African languages for
that period. The political situation influenced the banning of Bantu education. The
research by Macdonald (1990) and Malherbe (1978) informs the international
research and shows that there was a higher pass rate during the apartheid era than

today.
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Many South African children do not have a mother tongue and therefore do not

need mother tongue education (MTE)

According to UNESCO (2011), MTE refers to the use of MT as medium of
instruction. This concept is discussed in detail in section 2.2.2 below. Heugh
(2002c) observes that many people say that many children do not have a MT
because they grow up in families or communities identified with more than one
language. According to Heugh (2002c) this is a clear indication that these learners
are multilingual and they have one language that they are more familiar with.
They can understand one language more than another. This should be the
language regarded as MT because MLE entails MT first. MLE means that

learners should learn through a language that they know well.

Bilingual or multilingual education is too expensive and thus we have only one

option - English only (or mainly)

Heugh (2002c) shows that there is a high failure rate and drop-out rate in South
African schools because teachers are not well trained in English and they use
code-mixing when they try to make learners understand the subject matter.
Textbooks are also written in English. Heugh (2002c) further asserts that language
planners or anybody who says MLE is expensive have never calculated the
expense needed for implementing single-medium schools. In this assertion,
Heugh (2002c) is trying to show that using a single or L2 medium is too
expensive because the government will have to train teachers to be able to teach
in the target language and also provide the material in that language. Heugh
(2002c) states that the Department of Education can deploy teachers who speak
learners’ languages to teach in those languages and English in a MLE programme
because teachers already use code-switching as a strategy. The government will
also save money because many learners will pass and this will also reduce the

high rate of drop-outs.
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2.3.2  Mother tongue based multilingual education

It has been noticed in the previous sections of this study that certain programmes
emphasize transition to or submersion in L2 in education whereas MT should be
viewed as preferable. It is important to point out that UNESCO is a very crucial
organisation that focuses on ensuring peace in education. Among other things, it
aims at attaining quality education for all. One of its ways to attain quality
education is by mother tongue based multilingual education. According to
UNESCO (2011:12), mother tongue instruction refers to the use of learners’
mother tongue as the medium of instruction. UNESCO (2011) further states that it
can also refer to L1 as a subject of instruction. This may also refer to MTE where
learners use their MT as LoLT with the worthy provision of an additional
language (Heugh, 2011). UNESCO (2011) also defines bilingual and multilingual
education as the use of two or more languages as media of instruction. Mother
tongue based multilingual education is therefore a type of education in which the
child learns primarily through mother tongue or L1. According to UNESCO
(2011: 12), mother tongue based bilingual education is the use of L1 “as the
primary medium of instruction for the whole of primary school while L2 is
introduced as a subject of study in itself to prepare students for eventual transition
to some academic subject in L2”. Scholars in mother tongue based multilingual
education such as Pinnock (2008) and UNESCO (2011) conclude that children’s
L1 is important for their overall language and cognitive development and their
academic achievement. If children are growing up with one language, educational
provisions need to support them in becoming highly proficient in that language
before engaging in academic work in L2. Becoming highly proficient appears to
take six to eight years of schooling (UNESCO, 2011). This implies that for
children to succeed in multilingual education programmes they must learn

through their L1 during their primary education.

To support what is discussed in UNESCO (2011), Llaneta and Quijano (2010) in
their study on mother tongue based multilingual education in the Philippines

indicate that the Lubuagan First Language Component (FLC) multilingual
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education pilot project has shown the success of this programme. They state that
the programme promotes the use of the children’s L1 in their basic education,
complementing the on-going education taking place in Filipino and English. In
this project, children in grades 1 to 3 are taught in their L1 (Lilubuagan) and are
also taught to handle the same subject matter in Filipino and English. According
to Llaneta and Quijano (2010), the results of this project are successful because
children are able to participate actively and they outperform other children in
other programmes. Again many teachers and parents are motivated to include

many children in this project.

This is a clear indication that offering the curriculum in the language that learners
understand well is more advantageous. | therefore agree with Malone (2008)
when he states that “MLE makes quality education possible because it encourages
that people learn best when they learn in a language that they understand well and
are able to cross over the bridge to one or more additional languages

successfully”.
2.3.3  MLE in the world

Multilingualism is a global phenomenon since most countries are characterised by
diverse populations. Torres-Guzman and Goémez (2009:1) argue that
multilingualism is a world phenomenon because many people interact with each
other due to globalisation and economic relationships. UNESCO (1996:3) points
out that the situation of each language in the world is a result of factors such as
that there is a “trend towards a worldwide economy and consequently toward
worldwide market of information, communication and culture, which disrupts the
sphere of interrelation and the form of interaction that guarantee the internal
cohesion of language communities”. UNESCO (1996:3) further states that for the
world to realise sustainable development, there must be a balance between

societies and “equitable relationships between all languages and culture”.

According to UNESCO (2010:4), good quality learning does not only refer to
being competent and productive, but also to being able to maintain one’s culture,
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adapt to the unknown and live with others. This is not only learnt through a
foreign language. MLE is the best type of education that will enable learners to
experience this kind of learning. The issue of language-in-education has been the
most significant one for most of the countries in the world (UNESCO, 2010:4).
Some countries have started programmes that are geared towards bilingual or
multilingual education. The examples of these countries are the US, Germany,
Canada, Australia, New Zealand and various countries within the European
Union. The goals of these bilingual programmes vary depending on the following:
sophistication, transition to another language, maintenance, revitalisation,
prestige, proximity and influence as well as promoting the growth of intellect and
mind. These countries are selected based on their linguistic diversity; the nature of
their language policies and the problematic choice of the medium of instruction.
The main aim of selecting these countries is to identify trends regarding mother
tongue instruction, multilingual education and its use to develop skills for

educational success.
2.3.3.1. United States (US)

According to Fishman (1982), in the US MLE is introduced through a transitional
bilingual education programme. In this transitional bilingual education
programme children are expected to learn through the medium of English to
function within the English-speaking society. According to Fishman (1982),
learners in this programme performed poorly in comparison with their Canadian
counterparts who were included in the French-immersion bilingual education
programme. As stated in Fishman (1982), the native languages of the learners did
not have any function in other domains. This implies that Hispanics (black
Spanish speakers in the US) are receiving inferior bilingual education and the
circumstances are less supportive than in Canada (Fishman, 1982). So, in
summary, the transitional bilingual programme in the US did not succeed

because:

e The learners’ home language was not used broadly in official domains
other than at school;
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e The children were more discriminated against regardless of how many
there were;

e The Hispanics themselves were less supportive of the programme because
the programme did not attempt to provide equality; and

e As long as children received higher scores in English than in Spanish, they
were then transferred to English education, no matter how poor their

English might be.

In addition to Fishman, Brice (1996:5) states that in the US the transition is not
done when learners are able to maintain mother tongue, but it is done as early as
possible. Brice (1996) states that this model has been successful in Europe
because of the high level of proficiency of teachers in L2, parental involvement

and the acquisition of initial literacy in L1.
2.3.3.2 Germany

Germany developed into a multilingual country due to immigration of workers
and refugees (Neumann & Roth, 2009:85). According to Neumann and Roth
(2009), there was a significant migration of people from Turkey, Spain, Italy,
Greece and Portugal who moved to Germany after World War Il. They assert that
the majority of children in Germany grow up in families which use languages
other than German (Neumann & Roth, 2009). Furthermore, they socialise in more

than one language.

Neumann and Roth (2009) argue further that children of the migrants and
refugees of Germany are exposed to monolingual classes that use German as the
LoLT except in secondary schools where classes are bilingual. They continue to
show that languages spoken by the majority of immigrants are not found in the
curriculum but only high prestige languages such as English and French are
taught as L2. These scholars also point out that in bilingual schools, fifty percent
of the children in class are proficient in one language and classes are held in both
German and either English or French (Neumann & Roth, 2009).
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According to Neumann and Roth (2009), as a result of the high rate of migration
in the 1970s, preparatory classes were introduced in which learners of immigrants
were taught in German as L2. The teaching of German L2 to speakers of other
languages was not aimed at making them multilingual. The then government did
not want to entertain the issue of MLE. As such, the issue of MLE was confined

to private institutions.

Neumann and Roth (2009) observe that six out of 16 states offer classes in
primary schools where children are able to learn how to read and write in two
languages from the outset. This assertion indicates that state schools have taken
up bilingual programmes. The scholars contend that the founding of these schools
was determined by factors such as to promote a German idea because the schools

are situated in the capital city of Germany.

In addition to Neumann and Roth (2009), Budach (2009) argues that the
sociolinguistic situation of Germany necessitates the multilingual programmes to
be implemented in its schools. Programmes such as early foreign language
teaching starting from Grade 3 and content language integrated learning (CLIL)
programmes, also referred to as L2 enrichment that teach L2 or L3 starting at
Grade 7 were introduced (Budach, 2009). Budach (2009) further indicates that by
1990 two-way bilingual programmes such as dual language programmes were
also introduced. The programmes focused on developing biliteracy and teaching
literacy through L1 before introducing L2 (Budach, 2009).

According to Skutnabb-Kangas (1988), some of the educational programmes in
different countries achieve success and some do not. She states that those
programmes that achieve a high degree of success are those that aim at
bilingualism and are optional, whereas those that fail aim at dominance and are
compulsory. This implies that learners in maintenance and immersion
programmes achieve a high degree of bilingualism, whereas those in segregation
and submersion programmes experience what is referred to as ‘semilingualism’ as

they end up not competent in any of the languages they are using.
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2.3.3.3 Canada

Looking at the incidence of multilingualism in Canada, Starets (1995) states that
the French Canadians live in a trilingual sociolinguistic situation because with
their friends they speak English, they watch American and English TV and they
listen to American and English Canadian radio. Startes (1995) further states that
Canadians do most of their subjects in French. This implies that they are exposed
to various languages. This indicates that Canada is a multilingual country and

people in that country uses different languages for different purposes.

Swain and Barik (1978) reviewed the multilingual education programmes in
Canada. The three programmes they reviewed were the full immersion, partial
immersion and the later grade partial immersion programmes. Swain and Barik
(1978) state that the programmes focus on the use of French and English as
languages of instruction. Both English and French are Canada’s official
languages. The findings of the review show that all of the programmes reviewed
offer a viable approach to bilingual education in Canada. Different multilingual
programmes were introduced in different provinces in Canada. In each province
multilingual education programmes have to ensure that children have the right to
be taught partially in their L1. For example, in Quebec, where most of the learners
speak English, a French immersion programme is introduced and fifty percent of
the subjects are taught in English and another fifty percent are taught in French.
According to Swain and Barik (1978), the study was aimed at investigating the
language competence of learners in French immersion schools in Canada. The
study discovered that multilingual education is very important for the success of
learners in schools because children in these schools performed better than their
counterparts. The programmes in Canada have succeeded in making learners

multilingual.
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2.3.3.4 Australia

Australia is chosen in this study because it is a multilingual country in which the
Aboriginal languages are used by very few people while they are the native
languages of most people of the country. According to Clyne (1998), English is
the language that is mostly used in Australia. In his examination of the position of
community languages in Australia, Clyne (1998) contends that a narrow range of
languages other than English (LOTE) are taught in schools in Australia because
parents came to Australia committed to assimilation. Among others, French and
Latin and in some schools German, are the main languages taught in Australia.
Clyne (1998) indicates that the community languages are not widely taught in
Australia. He asserts that some students could come to school on Saturdays to
learn and write other languages privately. He further states that to some students
speaking a community language was regarded as deterrent rather than incentive to
the teaching of that language at school. Clyne (1998) continues to show that some
students were discriminated against for using languages such as German, Italian
and Russian in examinations and that those students who were not competent in
English were penalised in translations. All students are forced to learn through the
medium of English. Many students dropped their languages in favour of English

to avoid discrimination.

According to Clyne (1998), the influence of the Multicultural Policy in 1973 led
to the introduction of many languages including Australian indigenous languages
as subjects of learning. As stated in Clyne (1998), the National Policy on
Languages of 1987 emphasises competence in English and the maintenance, the
development and the use of LOTE and the opportunities for L2 learning. This
implies that before 1973 the education programmes in Australia were
assimilating. The education programmes between 1973 and 1987 were aimed at

language maintenance and in the 1990s the programmes aimed at bilingualism.
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2.3.3.5 New Zealand

Benton (1986) states that the majority of people in New Zealand come from the
European countries and Polynesia. Only 12% come from New Zealand and can
speak Maori. According to Benton (1986), the English speaking population
outnumbered the Maori-speaking population at a very high rate in New Zealand
as a result of invaders from European countries. New Zealand used schools as
agents for language revival. All schools were asked to include Maori in their
curriculum. Benton (1986) further states that even though Maori is spoken by
very few people an attempt was made to make it compulsory or available as a
right for Maori speaking children in the education system of New Zealand. As
stated by Benton (1986) the Maori/English bilingual programme was introduced
between 1976 and 1980.

According to Benton (1986), Maori was given the official status in the Maori
Affairs Amendment Act of 1974, Section 51, but still it was not practically used
as an official language in many domains. Many attempts have been made to use
Maori in primary schools and it was later used as a LOLT in secondary schools by
non-speakers of Maori. Maori became a national symbol in New Zealand
(Benton, 1986).

In addition to Benton, Rau (2008) show that bilingual education exists because of
historical and socio-political experiences of the communities of the world. Rau
(2008) states that the major goals of bilingual education where education is
provided mostly in children’s native, home or heritage language are bilingualism,
biculturalism and biliteracy. This implies that learners from these programmes
must be able to participate in at least two languages, know other cultures than

their own and be able to read and write in L2.

Rau (2008) asserts that language maintenance bilingual education programme
takes place in New Zealand where Maori language is struggling for survival. She
argues that in countries such as New Zealand, the use of indigenous languages in

schools and communities hinders progress. According to Rau (2008), in countries
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such as New Zealand, educational policies and practices that promote subtractive
bilingualism are encouraged. She continues to say that Maori medium education
is used to describe various schooling options in the compulsory education where
Maori is used to offer education at national level. The Maori immersion
programme offers education by instruction in Maori and introduces English
language instruction later. Most of the programmes make provision for explicit
instruction in the English language. The two languages, Maori and English,
develop parallel to one another.

234 MLE in African context

UNESCO (2010) argues that the only means for upward economic mobility in
Africa is through the international language of wider communication. As a result
many African countries adopt policies that use the colonial languages in
government and in other important domains including education. UNESCO
(2010) believes that there are many reasons for this state of affairs such as
political, historical and socio-economic, not excluding the challenges of the

colonial legacy and globalisation.

Heugh (2008) asserts that in the majority of countries that experienced British
colonial rule English is the most significant LoLT. For example, in African
countries such as Tanzania, Zambia, Zimbabwe, Malawi, Botswana, Swaziland,
Lesotho, South Africa, Mauritius and the Seychelles English is the most important
language in education and even in Namibia which has never been under British
rule (Heugh, 2008). According to Heugh (2008), the use of MT in primary
education has been replaced by English only or early transition to English in
several countries. This action has led to the marginalisation of African languages.
Heugh (2008) further acknowledges that in Africa early transition does not
facilitate competence in the L2 which is necessary for meaningful access to the
curriculum. This cannot produce the required quality education. The linguistic
situation in African countries warrants the MLE, where the transition is from MT
to the use of two or more languages as media of instruction. The necessity for

MLE in African countries due to the realisation that these countries are
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characterised by diversity triggered the research in MLE. The following sections
reflect the experience that most of the African countries share. The following
selected countries were chosen as examples in order to highlight the factors which
seem to account for the success or failure of multilingualism in education policy.

These countries include Tanzania, Nigeria, Ghana and Namibia.
2.3.4.1 Tanzania

Writing about language in education policy in Tanzania, Malekela (2003) shows
that Tanzania comprises about 120 ethnic groups speaking different home
languages. According to Malekela (2003), more than 90% of the population in
Tanzania is fluent in Kiswahili and the latter is the language of learning and
teaching throughout all primary schooling since 1967. This indicates that most of
the Tanzanians are bilingual because they can speak their home languages and
Kiswahili as a second language (Malekela, 2003). Less than 10% of the educated
population in Tanzania is trilingual because it can speak three languages, namely
the mother tongue/home language, Kiswahili (national language) and English
(colonial language) (Malekela, 2003). The situation discussed above is an
indication that Tanzania is a multilingual country. Kiswahili is also “spoken by
about 60 million Africans in East, Central and the Northern part of Southern
Africa” (Prah, 2003:23). This indicates that Kiswahili can be used for

communication with other countries.

Rubagumya (2003), however, states that 85 English medium primary schools in
Tanzania were registered by the year 2000. Rubagumya (2003) argues that this
decision to register so many English medium schools is a sign of dissatisfaction
on the side of parents regarding the education system in Tanzania. According to
Rubagumya (2003), this indicates that parents believe that the use of Kiswahili as
LoLT causes a decline in the quality of education given to their children. The
parents believe that their children can learn English through using it as LoLT
(Rubagumya, 2003).
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In their study, Brock-Utne and Holmarsdottir (2003) summarise the language in

education policy of Tanzania as follows:

e The medium of instruction in pre-primary schools shall be Kiswahili, and
English shall be a compulsory subject (Brock-Utne & Holmarsdottir,
2003).

e The medium of instruction in primary schools shall be Kiswahili, and
English shall be a compulsory subject (Brock-Utne & Holmarsdottir,
2003).

e The medium of instruction for secondary education shall continue to be
English, except for the teaching of other approved languages and
Kiswahili shall be a compulsory subject up to ordinary level. (Brock-Utne
& Holmarsdottir, 2003).

The policy shows clearly that there is a belief that at the end of primary school
learners will have attained the expected level of proficiency in the second
language, English. As such they will be able to understand the content through it.
Previously, Tanzania aimed at extending the use of Kiswahili as LoLT gradually
to secondary schools, but it was not successful because of implementation

problems.
2.3.4.2 Nigeria

According to Oladejo (1993), Nigeria is a multilingual country with
approximately 400 languages. Its policy allows for bilingual education in the MT,
and the national language, namely English. But in practice, the three major
languages, namely Hausa, Igbo, and Yoruba, are used at the primary level
alongside English. Oladejo (1993:94) states that “English is, for all practical
purposes, the national language of the country”. English is the language of the
formal education as it is used from primary education right through to tertiary
education; even though according to Oladejo (1993) the National Policy on
Education of 1977 states that the language of the immediate community should be

used in primary education.
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Bamgbose (1984) argues that in any multilingual country the most important
decision to be made is the choice of medium of instruction. Whatever the choice
is made, it should consider the child’s L1. His paper argues whether L1 should be
used in the early years of school, in primary education or in all levels of

education.

Simire (2003) examines, instead, the linguistic and sociolinguistic importance of
adopting a multilingual approach in solving Nigeria’s complex linguistic
problems in public and social life at various levels of government as well as in
academic and specialised institutions. The main points of the language policy as it

exists include:

1. The Federal Government considers it to be in the interest of national unity
that each child should be encouraged to learn one of the three major
languages other than his own MT.

2. Mol at the pre-primary level will be the MT or the language of the
immediate community.

3. Mol in primary education is initially MT or the language of the immediate

community and at a later stage it changes to English.

According to Simire (2003), this policy entails that a transitional bilingual
education programme will be applied in schools in Nigeria where a MT or
language of the immediate community will be replaced by English in higher
primary school and secondary education. This policy would not succeed in
yielding the positive results because it is aimed at subtractive bilingualism. The
policy is also characterised by what Bamgbose (1991) refers to as escape clauses.
No one will be held liable for not implementing such a policy because they would

have reasons for not implementing it even though they are not valid.
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2.3.4.3 Ghana

According to Opoku-Amankwa (2009:122), Ghana is a multilingual country
which consists of at least “44 indigenous languages and a number of cross-border
languages”. Opoku-Amankwa (2009) states that, as from 1957, nine of the 44
indigenous languages are official languages which can be used in education and
also in media. Notwithstanding their status as official languages to be used in
education, these nine languages were never used as LoLTs. Opoku-Amankwa
(2009) further states that as from 1971 until 2002 the LIiEP provided that the
indigenous languages in Ghana should be used in the first three years of primary
schooling. Like in other African countries, this policy was never implemented as
intended (Opoku-Amankwa, 2009). In the upper primary classes English is the
sole Mol.

Yates (1995) also observes that it is not unusual to find individuals who can speak
three or four vernacular languages as well as English as there is a high degree of
contacts between groups through increasing intermarriage and geographical
mobility. According to Yates (1995), the 1927 Report of the Advisory Committee
on Native Education recommends that English as well as vernacular languages
should be taught in primary schools. The report highlighted that parents send their
children to school because they want them to be able to speak English (Yates,
1995).

Yates (1995) maintains that English became the language of social advancement
without which individuals would not be able to access service in government and
in business. English could be understood by only between five and twenty percent
of the population but it was the main language used in domains such as
“government, business, the judiciary, constituent assemblies, formal education
and printed media” (Yates, 1995:440).

According to Yates (1995), the suggestion to use vernacular languages as
languages of instruction was opposed as it would assumingly lead to

disintegration and the segregation of the population into the old ethnic groups.
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Yates (1995) further indicates that Ghana introduced a delayed programme where
vernacular languages are used up to grade 4 in primary schools with English
taught as L2. According to Yates (1995) the programme has been delayed because
the vernacular language is used for at least six years of schooling. From grade 5
onwards there is a change to the use of English as language of instruction with

local languages being maintained as subjects.

Yates (1995) further contends that in 1989 a Ghana’s Functional Literacy
Programme was initiated as part of the Wider Programme of Action. In this
programme Yates contends that the emphasis was on the use of MT as the
language of instruction. During this time fifteen Ghanaian languages were used.
As indicated by Yates (1995), there was a problem of producing learning
materials in fifteen languages. As a result, the programme was unsuccessful
because many learners had to dropout. This shows that the requirement is a very

serious commitment to the production of learning material for MLE to succeed.
2.3.4.4 Namibia

In their article about the choice of English as Mol and its effect on the African
languages in Namibia, Brock-Utne and Holmarsdottir (2001) realise that African
languages are losing the battle against English. They discovered that the number
of students registering for African languages at Namibian universities is
decreasing. They state that Namibia is a country with a population of only
approximately 1.5 million and it has got about thirteen languages as LoLTs in the
first three lower grades of schooling (Brock-Utne & Holmarsdottir, 2001). They
assert that the thirteen languages include three European languages and ten
African languages. They further observe that Namibia was once colonised by
Germany and during that time German was the language of business. It was later
colonised by South Africa until 1990 and during that time Afrikaans was the
official language and LoLT from Grade 4 upwards. After independence English
became the official language. Nine of the ten Namibian languages are also taught

as subjects at the higher education level. Brock-Utne and Holmarsdottir (2001)
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also note that the San language, Ju’hoana, has never been used in public schools,

but only in private schools.

Phillipson et al. (1986:78) state that over-use of the former colonial language and
the under-use of MTs as LoLTs “reproduce inequality, favour the creation of
elites, promote dependency on the Culture of Wider Communication and prevent
the attainment of high levels of multilingualism”. After analysing the successes
and failures of MLE programmes and their aims in other countries, Phillipson et
al. (1986) suggest that immersion and MT-maintenance programmes are two
alternatives for Namibia. In their assertion, Phillipson et al. (1986) state that urban
and rural areas should use different programmes because their linguistic situations
are also different. They assert that in rural areas one language, being MT, may be
used as LoLT whereas in urban areas a L2 not known by anybody may be used
because learners do have different MTs. Phillipson et al. (1986) also argue that
because preconditions for an immersion programme for L2 medium teaching from
early on do not exist in Namibia, and because English is the LOLT from the

beginning or from early on, the situation becomes submersion.

Brock-Utne and Holmarsdottir (2001) argue that the multilingual education
programme used in Namibia is a submersion programme because it emphasises
learning through English at the expense of the Namibian languages. They further
argue that this over-emphasis on English leads to “displacement, stigmatisation
and underdevelopment” of MTs (Brock-Utne and Holmarsdottir, 2001:316).

They maintain that in Namibia parents and students developed a negative attitude
and lack of interest and support for African languages. On the one hand, the
policy of making English the LoLT was successful because it achieved its aim of
making Namibians forget their culture and be assimilated. On the other hand, the
policy was unsuitable because it makes a multilingual Namibia to become
monolingual and it basis its choice of LoLT on the financial argument rather than
on pedagogical ones (Brock-Utne and Holmarsdottir, 2001).
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2.3.5 MLE in the South African context

The Constitution of the Republic of South Africa (Act 108 of 1996) recognizes
multilingualism with emphasis on the role and importance of indigenous
languages. This has led to the formulation of the new language-in-education
policy (LIiEP) which recognizes the status of all eleven official languages and
promotes cultural diversity and multilingualism in education. The previously
marginalized African languages are now accorded national official status, which
implies that they may also be used as languages of learning and teaching (LoLTSs)
in schools. This section sets to evaluate critically how multilingual education is
conceptualized in the policy and practiced in South African schools. As indicated
in Chapter 1 of this thesis, the use of language in African schools in South Africa
revolves around Afrikaans, English and African languages (Macdonald, 1990 and
Hartshorne, 1992). This section examines briefly the development of the schools’
language-in-education policies (LiEPS) in South Africa. The section also assesses
the LIiEP and its practice in South Africa. In contextualizing the current situation
in South Africa, a brief historical overview of the LIEPs in South Africa is very
important. This section begins by discussing the sociolinguistic profile of South
Africa.

2.3.5.1 The sociolinguistic profile of South Africa

According to Statistics South Africa (2012), South Africa covers an area of 1 220
813 square kilometres, although it has an estimated population of only 51 770
560. The population of South Africa is divided into four racial groups: Africans
(41 000 938), Whites (4 586 838), Coloureds (4 615 401), Indians or Asians (1
286 930) and other groups (280 454). The country is administratively divided into
nine provinces. The provinces are differentiated linguistically and culturally. The
table below shows the estimated population and the major languages spoken in

each province.
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Table 2.1;

Population and Languages by Province

Provinces

Estimated population
(in millions)/2011

Percentage of the total
population/2011 (added)

Major languages/ 2011

Western Cape

5675 604

111

Afrikaans (49, 7%),
English (20, 2%),
IsiXhosa (24, 7%)

Eastern Cape

6 458 325

12,7

IsiXhosa (78, 8%)
Afrikaans (10, 6%)

Northern Cape

1127 683

2,2

Afrikaans (53, 8%),
Setswana (33, 1%)

Free State

2675777

53

Sesotho (64, 2%)
Afrikaans (12, 9%)

KwaZulu-Natal

10 153 789

19,9

IsiZulu (77, 8%),
English (13, 2%)

North West

3457 004

6,8

Setswana (63, 4%),
Afrikaans (9, 0 %)

Gauteng

12 075 861

23,7

IsiZulu (19, 8%),
Afrikaans (12, 4 %),
Sesotho (11, 6%),
English (13, 3 %)
Sepedi (10, 6%)
Setswana (9, 1%)

Mpumalanga

3998 726

7,8

SiSwati (27, 7%),
IsiZulu (24, 1 %),
Xitsonga (10, 4%)
IsiNdebele (10, 1%)

Limpopo

5338675

10,5

Sepedi (52, 9%),
Xitsonga (17, 0%)
Tshivenda (16, 7%)

Total

50 961 443

100,0

(StatsSA, 2012:23 & 25)

According to Heugh (2007), South Africa has several major language families,

namely Khoesan, Indo-European, Niger-Congo and South African Sign language.

Khoesan refers to Khoe and San Languages. Niger-Congo refers to the Nguni

group (isiZulu, isiXhosa, isiNdebele and siSwati), the Sotho group (Sepedi,

Sesotho and Setswana), Tsonga and Venda. Some of these languages are spoken

by the majority of the population as shown in Table 2.1 above (Heugh, 2007).

When the country became democratic in 1994, 11 languages were declared

official. Table 2.2 below shows these official languages in hierarchical order from

the one which has the most number of speakers to the one with the least number

of speakers.
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Table 2.2:  Languages of South Africa

Languages No. of Home Language % of total
Speakers
IsiZulu 11 587 374 22,7
IsiXhosa 8 154 258 16,0
Afrikaans 6 855 082 13,5
English 4 892 623 9,6
Sepedi 4618 576 9,1
Setswana 4 067 248 8,0
Sesotho 3849 563 7,6
Xitsonga 2277 148 4,5
SiSwati 1297 046 2,5
Tshivenda 1209 388 2,4
IsiNdebele 1090 223 2,1
Other languages 828 258 1,6
Total 50 961 443 100,0

Adapted: Census in brief, 2011 (StatsSA, 2012:23 & 25)

According to Webb and Kembo-Sure (2000), among these languages, nine
African languages were officially used at the regional level and the other two ex-
colonial languages at the national level and in schools as LoLTs. Webb and
Kembo-Sure (2000) further argue that the two ex-colonial languages, English and
Afrikaans, have been identified as languages of power because they are dominant
in government communication, administration, education, media and business
with English gradually replacing Afrikaans. The above profile is evidence that
South Africa is a multilingual country. Madiba (1999) asserts that some of these
languages are major home languages in neighbouring states such as South Sotho
(Sesotho) in Lesotho, siSwati in Swaziland, Setswana in Botswana, and

isiNdebele and Tshivenda in Zimbabwe.
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2.3.5.2 The Language-in-Education Policies (LIiEPS) in South Africa

Historical context

South Africa developed several language policies before the adoption of the new

LiEP in 1997. The following language policies have been adopted in South Africa

over the past years:

In 1652, after the early settlement of the white people in South Africa,
Dutch was adopted as a language of education used to teach the Khoi and
San children in the Cape area (Bekker, 1999);

Between 1806 and 1848 the Cape became a British colony and a policy of
Anglicisation was adopted with a view to replacing Dutch with English
(Hartshorne, 1992; & Bekker, 1999);

During the union government in 1910 both Dutch and English were used
as official languages (Hartshorne, 1989 & 1992);

In 1925 Afrikaans replaced Dutch, where both English and Afrikaans
became the official languages of the country (Hartshorne, 1989 & 1992);
In 1948 the government that was led by the National Party followed a
mother tongue education policy of separate English and Afrikaans-
medium schools. This was followed by the Bantu Education Act of 1953
which was implemented in 1955 (Hartshorne, 1989 & 1992). In primary
schools mother tongue instruction was used up to the age of six years
followed by the use of English. Afrikaans was introduced as compulsory
Mol alongside English in secondary schools. Learners in secondary
schools were forced to write some subjects in English and some in
Afrikaans during examinations. The resistance to this enforcement led to
the Soweto uprising in 1976 where students were protesting against the
policy (Hartshorne 1989). They wanted an English only policy in
secondary schools. At the end of the 1980s English was the only medium
from Grade 5 upwards in the African schools’ system (Hartshorne, 1995).
In 1990, after the release of Nelson Mandela from prison, a workshop on
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language matters was held in Harare where the status of English was
discussed (Bekker, 1999). The National Education Policy Investigation
(NEPI) was established in 1990 to provide policy options in all levels of
education (Bekker, 1999:10). In addition, the Education and Training Act
of 1979 was also amended in 1991 to allow parents to decide on which
LoLT they wanted for their children (Bekker, 1999). In 1995, “the
Department of Arts, Culture, Science and Technology (DACST)
established the Language Plan Task Group (LANGTAG)” to conduct
research and advise the minister about issues surrounding language use in
the country (Bekker, 1999:109). The LANGTAG report was announced in
1996. The goal for this report was to facilitate meaningful education by
promoting multilingualism, and the elaboration and modernisation of
African languages (LANGTAG, 1996).

e Following the inception of democracy the new LIiEP was adopted in 1997.

After the adoption of the LIEP in 1997, other documents were also provided
tackling the issue of language policies in South Africa and in education such as
the National Language Policy Framework (DAC, 2003), the South African
Languages Act (2012) (PanSALB, 2014), and the Use of Official Language Act
(DAC, 2014) as well as the Curriculum and Assessment Policy Statement (CAPS)
(DBE, 2011b).

The current LIiEP in South Africa

The democratic government adopted the current LIEP in 1997. The LIEP is
informed by the Constitution (Act 108 of 1996), the National Education Policy
(Act 27 of 1996), the South African Schools Act (Act of 1996) as well as the
previous language policies. The LIEP is “meant to facilitate communication
across the barriers of colour, language and religion, while at the same time
creating an environment in which respect for languages other than one’s own
would be encouraged” (DoE, 1997b:2). The main aims of the LiEP are outlined in
the policy as follows:
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1. to promote full participation in society and the economy through equitable
and meaningful access to education;

2. to pursue the language policy most supportive of general conceptual
growth amongst learners, and hence to establish additive multilingualism
as an approach to language in education;

3. to promote and develop all official languages;

4. to support the teaching and learning of all other languages required by
learners or used by communities in South Africa, including languages
used for religious purposes, languages which are important for
international trade and communication, and South African Sign Language,
as well as Alternative and Augmentative Communication;

5. to counter disadvantages resulting from different kinds of mismatches
between home languages and languages of learning and teaching;

6. to develop programmes for the redress of previously disadvantaged

languages.

The new LIEP addresses two important language issues, namely, language as a
subject of study and language as language of learning and teaching (LoLT).

Languages as subjects

The LIiEP (DoE, 1997b) makes the following provisions with regard to languages
as subjects:

e All learners shall learn at least one approved language as a subject in
Grade 1 and Grade 2.

e From Grade 3 onwards, all learners shall learn their language of learning
and teaching and at least one additional approved language as subjects.

e All language subjects shall receive equitable time and resource allocation.
The following promotion requirements apply to language subjects:

1. From Grade 1 to Grade 4 promotion is based on performance in one

language and Mathematics.
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2. From Grade 5 onwards one language must be passed.

3. From Grade 10 to 12 two languages must be passed, one on the first level,
and the other on at least the second language level. At least one of these
languages must be an official language.

4. Subject to national norms and standards as determined by the Minister of
Education, the level of achievement required for promotion shall be

determined by the provincial education departments.

According to Heugh (2000), the policy is intended to develop the mother tongue
of learners but at the same time to make adequate provision for effective learning
of other languages. This implies that the learners must be bilingual with their

home language and English at the end.

The challenge faced with implementing this policy is the use of several languages
as LoLTs rather than the teaching of these languages as subjects of study. In fact,
at present, all nine indigenous African languages are offered in most schools as
subjects of study, especially where they are regionally based. It is particularly the
use of nine African languages as LoLTs beyond foundation phase that remains a

challenge although the LiEP does not emphasise it.
Language of learning and teaching (LoLT)

Furthermore, the LIEP (DoE, 1997b) makes a provision regarding the language of
learning and teaching that:

e The language(s) of learning and teaching in a public school must be (an)

official language(s).

Learners have the right to apply for the provision of the LoLT, taking into

consideration issues of practicability.

According to UNESCO (2003b), language of instruction is the language used for
teaching the basic curriculum of the educational system. This implies that the
LoLT refers to the language of instruction as described by UNESCO.
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From these provisions, it is not clear how the new LIiEP will promote
multilingualism, and develop and respect all official languages in South Africa. It
is possible that any official language may be used as LoLT. The policy
encourages flexibility, equity, freedom of choice and practicability. The issue of
the specific languages to be used in education is not discussed anywhere in the
policy document. It only states in its preliminary statement that L1 may be used
with an addition of an additional language as a subject of study and it further
encourages a structured bilingual approach whereby a two-way immersion

programme may be introduced by stating that most learners benefit
cognitively and emotionally from the type of structured bilingual education found
in dual-medium (also known as two-way immersion) programmes” (DoE,
1997b:2). But Bamgbose (2004:640) writes that “it is unrealistic to expect all

languages to be used at all levels of education”.

According to Heugh (2000), the language policy is intended to enforce the use of
mother tongue alongside other languages of wider communication such as
English. This is what has become commonly known as additive multilingualism
in South Africa.

This view of using both mother tongue and English simultaneously is argued by
the Human Sciences Research Council’s Threshold Project (Macdonald, 1990).
The study was conducted among Tswanas in Botswana and the former
Bophuthatswana in South Africa. It recommends a gradual transition to English
over a number of years and that children should become effectively literate in
their MT before introducing English literacy (Macdonald, 1990). Macdonald
(1990) discovered that African language speaking learners have learnt only 800
English words at the time of transition instead of 5000. This is a clear indication
that learners were not yet ready for the transition. But the model of gradual
transition to English is in a way similar to what has been practiced in ex-DET

schools.
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The role of School Governing Bodies (SGBs)

According to the LIEP (DoE, 1997b), each school governing body is supposed to
design its own language policy. It obligates schools to promote multilingualism
by encouraging the governing bodies to stipulate how they will promote
multilingualism through using more than one LoLT, and/or by offering additional
languages as fully-fledged subjects, and/or apply special immersion or language

maintenance programmes (DoE, 1997b:4).

In the study of the four South African provinces by the NCCRD (2000), it is
stated that the need for SGBs to draw up their own school language policies
responding to the new LIiEP is not functioning effectively since most of the SGB
members are illiterate. As a result, what has happened so far is that in most

schools the status quo remains.

Probyn (2005a) shows that a lack of resources contributes to the lack of
implementation of the language policies by the SGBs. This factor was also noted
by Professor Mary Metcalfe of Wits University and the previous Minister of
Education in South Africa, Naledi Pandor, during their interviews that there is a
crisis of attracting young teachers to teach in African languages (City Press, 8
October 2006). It was stated in City Press (8 October 2006) that out of the 6 000
students who were expected to graduate at the end of that year, less than 500
would be able to teach in African languages.

The policy and practice

The research done in the field of language-in-education policy, shows that there is
a mismatch between policy and practice (Meyer, 1995 & 1998; NCCRD, 2000;
Webb, 2002b; & Probyn, 2005a ). According to Kamwangamalu (2000), most
African learners and parents do not support the current LIEP because they go for
Straight for English classes in order to avoid learning in African languages. For
these people mother tongue education (MTE) is inferior.
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Although the policy states that every learner must choose the language of
learning, this is generally not practiced in schools because some learners in South
African schools are not given the opportunity to choose. Some schools do this
because they know that they will not have learning material in any other language
except English and Afrikaans. As evidenced by the previous studies including the
studies in the above paragraph, most schools do not have formal language
policies. Mabiletja (2008) found that teachers and learners in schools claim that
their LOLT is English but it is observed that teachers rely on code-switching. It is
only in ex-Model C schools that teachers use only English and/or Afrikaans
because they are not proficient in learners’ home languages. Mabiletja (2008) has
shown that most learners and teachers prefer English as the most crucial language
to use in education in order for learners to be able to fit into the global society.
This shows that, although MLE is an ideal situation, attitudes with regard to MT

are still different.

In addition, previous research including Probyn et al (2002) and NCCRD (2000)
shows that the current LIEP has not been implemented as required due to the

following reasons:

e the lack of an implementation plan;

e the fact that the current LiEP is overshadowed by the Curriculum 2005
because the LiEP and Curriculum 2005 were nearly introduced at the same
time and Curriculum 2005 does not emphasise language learning;

e the perceived need to access English and the assumption that time is a
necessary condition for acquisition;

e the perception that African languages have not developed the necessary
corpus for academic use;

e a lack of available textbooks to support the extended use of African
languages as LoOLT;

e a lack of capacity for policy formulation by the School Governing Bodies
in townships and rural areas; and

e alack of political will.
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In his examination of the language planning situation in South Africa,
Kamwangamalu (2001) shows that many secondary schools use English and
Afrikaans as LoLT rather than African languages. In these English-medium and
Afrikaans-medium schools African languages speakers are required to learn
through the above-mentioned media of instruction. As Kamwangamalu (2001)
states, in primary schools learners’ African languages continue to be used as
media of instruction until the fourth year whereas in secondary schools in African

rural areas they attend English-medium schools.

In 1992, the Project for the Study of Alternative Education in South Africa
(PRAESA) was established. This is an independent programme which was aimed
at dealing with issues around the apartheid education. After 1994 the project
started working on language policy in education. Today it focuses on issues
around the implementation of the LIiEP. It works on areas of language planning
and policy, in-service teacher education, developmental research into multilingual
classrooms, early literacy, dual-medium primary schooling, and language surveys,
as well as generating publications and learning support material. Hence, many
research projects are undertaken in the fields mentioned above and pilot studies
are also introduced in the schools of the Eastern Cape and Western Cape

provinces.

According to Bloch (2002), PRAESA is a programme which emphasises learning
through the medium of isiXhosa and English. It focuses on learning how to read
and write in both languages in early education (Bloch, 2002). Bloch (2002)
further states that this programme developed the love of reading and story
demonstrating by children and also developed fluency in both languages. This
achievement illustrates how successful the programme is in the Western Cape

Province.

Due to the need for the implementation of MLE in South Africa, PRAESA
decided also to create the course known as the Training of Trainers Programme
for Educators in Multilingual Settings in Southern Africa (TOTSA) which was
piloted in 2002 and ran between 2003 and 2005 (Benson & Pluddemann, 2010).
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The purpose of this pilot project was to promote the fundamental education
principle that people learn best in their mother tongue and the idea that language
is transferable if well understood. This is one way of ensuring that the LIiEP is
implemented because the programme targeted the government implementers or

non-governmental organisations (NGOs).

According to Benson and Pluddemann (2010), there are four modules that are
studied in this programme. Among the four modules, there is a module on
implementing MLE. This module emphasises concrete models and strategies for
organising mother tongue based instruction. This course was also open for many
people from Southern Africa. The goal of academic achievement and personal
empowerment was achieved as evidenced by overwhelmingly positive evaluations

of this programme over all (Benson & Pluddemann, 2010).

It is stated in the report of DoE (2002b) that special studies are to be
commissioned to investigate the practice of multilingualism at school and the role
that SGBs play in the development of LoLTs. This is a means of monitoring the
incidents of racism and exclusion at school level experienced by learners (DoE,
2002b). The report states that it started by printing the Revised National
Curriculum Statement (RNCS) in eleven official languages to make it easy for the
parents to understand the skills their children will possess when the children

complete their basic education.

Concerning the LIiEP, the report (DoE, 2002b) only states the principles and aims
of the 1997 LIiEP because it indicates that LIEP only recognises cultural diversity
and promotes multilingualism in education with respect to South African Sign
Language (SASL) and the eleven official languages. The report further states that
the National Curriculum Statement (NCS) for basic education provides for all
learners from Grade R to Grade 9 to offer at least two languages, one of which
must be the LoLT. This encourages multilingualism, diversity and respect for all
languages at both national and provincial levels. The provincial departments are

therefore obliged to arrange for the strategies to meet the language requirements
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at the local level. The provincial departments must also make sure that the SGBs

determine concrete language policies.

The report (DoE, 2002b) is silent about strategies for implementing the LiEP and
the extent to which it is already implemented. It still lacks a monitoring tool to
check with the provincial departments and SGBs how far they have gone with
policy implementation. Furthermore, the DoE (2003) states that an
interdepartmental committee has been established to manage the implementation
of the LiEP. The report further states that the Department took steps to implement
the LIEP by conducting research in KwaZulu-Natal on improving maths and

science educators’ language skills.

As a strategy for implementing the LIiEP, the Department of Basic Education
(DBE, 2010b) appointed the Wits Education Policy Unit (EPU) to undertake an
investigation on its behalf. The investigation focused on the status of the LoLT in
South African public schools. The purpose of this study was to assess the
effectiveness of the policy implementation by providing an analysis of trends of

language data between 1997 and 2007.

According to the DBE (2010b), it is important to encourage the use of home
languages as LoLTs. It is found by World Bank (2005) that it is an advantage if a
child learns in his/her own language. Some of these advantages include having
“increased access, improved learning outcomes, reduced chances of repetition and
drop-out rates, and cultural benefits” (DBE, 2010b:29). The findings of this

project include the following:

e The majority of learners do not learn in their home language from Grade 4
onwards. English and Afrikaans are the dominant LoLTs after Grade 3;

e Although the number of Afrikaans single medium schools declined over
the past decade, there was a corresponding increase in the number of
parallel medium schools over this period;

e The number of African single medium schools also has increased. (DBE,
2010b:29)
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This investigation led to the colloquium on language in the schooling system that
was held in November 2010 to evaluate the extent to which the policy is
implemented in South African schools and also to come up with
recommendations to strengthen the LiEP implementation (DBE, 2011e). From the
colloquium, Moyane (DBE, 2011e), who was looking at the implementation of
the LIEP, recommends that there must be “the development of a long-term
advocacy strategy; development of materials in the indigenous language; a
strategy for teacher development and support; development of relevant structures
for each language; and provincial level intervention to bring effect on Section 6
(2) of SASA” (DBE, 2011e).

Green (DBE, 2011e) noted that learning in the Foundation Phase continued to fail
even if learners use their home languages. He argued that the reason for this
performance is that there are no corresponding numbers of teachers who are
competent to teach in learners’ home languages. Green therefore recommends that
the system should produce quality teachers. Moloi (DBE, 2011e) also
recommends that simultaneous use of home language and first additional

language from first year up to six years should be considered.

In this colloquium, Pluddemann (DBE, 2011e) stated that the use of African
languages to promote additive multilingualism has never been there. It is only
realised in pilot projects like PRAESA. He further indicated that early transition
to English contributes to low level of literacy performance in Grade 6. He
therefore recommends that language units should be established at the national,
provincial, and district levels to support schools in the implementation of additive

multilingual policies.

Lastly, Murray (DBE, 2011e) confirmed that learners from the middle class do
better in English than those from rural areas and townships. As a result she
recommends that an approach to school language policy should be contextually

sensitive.
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According to the 2010/2011 Annual Report (DBE, 2011a), there are some
achievements regarding the issue of languages. Achievements include the
development of the curriculum for the South African Sign Language (SASL) and
the appointment of writers. But the implementation in schools has not yet started.
On the issue of improving the quality of learning and teaching, a training module
for languages across the curriculum was developed; and a language seminar was
held and a report was produced. But the document is not yet approved and
provinces still have to give inputs. The last thing on this issue is the issuing of
workbooks in all official languages and English First Additional Language (FAL)
for Grade R to 6 in all public schools. The project of issuing workbooks has
stopped until the finalisation of the subject statements for the new curriculum,
namely, Curriculum and Policy Statement (CAPS).

To sum up, it is clear from the reports that the issue of implementing the LIiEP is
still debatable. There is no strategy yet to implement this additive multilingualism
policy. Reports also show that the DBE lacks a framework that will guide it

through the implementation process.
2.3.6 MLE in Limpopo Province

Limpopo Province came into being in 1994 after the national democratic elections
of South Africa. Under this new government, it was firstly named Northern
Province. It includes the former homelands of the then Northern Transvaal,
namely, Lebowa, Venda and Gazankulu. It is situated in the north eastern corner
of South Africa. It shares borders with North West, Gauteng and Mpumalanga
Provinces. It also shares borders with the countries of Botswana, Zimbabwe and
Mozambique. It covers an area of 125 754 square kilometres (Statistics South
Africa, 2012).

The population of this province is estimated at 5 404 868, which is approximately
10,4% of the country’s total population in 2011 (Statistics South Africa, 2012).
According to Statistics South Africa (2012), the racial distribution of the
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population in this province consists of Africans (96,7%), Whites (2,6%),
Coloureds (0,3%), Indians or Asians (0,3%) and other groups (0,2%).

The home languages distribution in alphabetical order in Limpopo Province is as

follows:

Table 2.3:  The home language distribution in Limpopo Province

Home language Numbers Percentage
Afrikaans 140 185 2,6
English 78 692 1,5
IsiNdebele 104 283 2,0
IsiXhosa 20 275 0,4
IsiZulu 62 424 1,2
Sepedi 2 826 464 52,9
Sesotho 80 299 1,5
Setswana 107 021 2,0
Sign language 8230 0,2
SiSwati 25 346 0,5
Tshivenda 892 809 16, 7
Xitsonga 906 325 17,0
Others 86 322 1,6
Total 5338675 100, 0

Source: StatsSA (2012: 23 & 25)

According to Statistics South Africa (2012), the major languages that are spoken
in this province have changed drastically as follows: Sepedi (Northern Sotho)
52,9%, Xitsonga 17,0% and Tshivenda 16,7%. Afrikaans speakers make up 2,6%
and there are only 1,5% English speakers in the total population in this province.
These statistics show an increase in the number of people speaking Sepedi in
2011,

According to Krige et al. (1994:139), the home languages are concentrated in
certain geographical areas. For example, Northern-Sotho (or Sepedi) is
concentrated in the former Lebowa homeland, Tshivenda around and in the
former Venda Home land and Xitsonga is concentrated in the former Gazankulu
homeland. These languages were official regional languages in these areas

respectively during the apartheid era.

Statistics South Africa (2012) shows that over and above the three dominant

African languages in this province, other African languages such as Setswana,
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Sesotho, isiNdebele, isiXhosa, siSwati, and isiZulu, as well as Sign language and
other languages are also spoken, but they may constitute a small percentage of the
population. In addition, Krige et al. (1994) state that Setswana speakers are
concentrated in the area around Thabazimbi, that is, north-west of the Limpopo
Province. IsiZulu and siSwati are spoken around the Sekhukhune area and
Mapulaneng area in the former Lebowa Homeland. IsiNdebele, which includes
both Northern and Southern Ndebele, is spoken around Potgietersrus (now called
Mokopane).

Webb (2002b) shows that the use of Afrikaans as LoLT has always been a serious
concern among black learners. The 16th of June 1976 represents the end of the
use of Afrikaans as LoLT while English became the sole LoLT for the learners in
South African black schools as it was believed to be the international language or
the language of economic value. But Afrikaans is still used as LoLT until today in
some public schools. Webb (2002b) argues that the choice of LoLT in schools of
Limpopo Province does not coincide with learners’ home languages. When
comparing learners’ home languages with their choice of the LoLT, he confirms
that about 50 (8%) of learners prefer English rather than their home languages in
Limpopo Province. The relationship between home language and LoLT in this
province shows a positive attitude of pupils and parents towards English and their

home language.

The study by Meyer (1998) on the language-in-education policy in Limpopo
shows that there is a difference between what teachers report about their language
practices in class and what they actually do. In Meyer’s (1998) study it was
established that most teachers and learners in secondary schools in the Limpopo
Province rely on English for the purpose of writing, but for interaction they use a
combination of languages (Meyer, 1998). The majority of teachers show a strong
preference for English as LoLT.

However, Mabiletja (2008) notes that in practice teachers and learners continue to
use both English and their primary languages in class, especially in ex-DET

schools. According to Mabiletja (2008), over and above this, there is no
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comprehensive language-in-education policy in the province and in schools. The
schools rely on the national new LIiEP that they do not implement fully because of

different language situations that they experience.

Another study on language use in education was conducted in four provinces of
South Africa, including Limpopo, by the National Centre for Curriculum
Research and Development (NCCRD, 2000). This study shows that language is
one of the main factors that lead to poor academic performance and high failure
rate because the language that teachers use is not well understood by learners and
this is the reason teachers sometimes code switch. Therefore, schools in the rural
provinces such as Limpopo Province may benefit from using a multilingual
education approach to ensure equitable access, language rights and success in

education.
2.4 Conclusion

This literature review highlighted several problems relating to language use in
education experienced in multilingual countries of the world, Africa, South Africa
and the Limpopo Province. The international and local literature illustrates that
the issue of MLE is a global one. The literature reviewed shows how MLE is
applied internationally and locally. The literature also reveals that the focus has
been mostly on bilingualism as well as bilingual education and less on
multilingualism as well as MLE. It further indicates that MLE internationally and
locally is implemented by using bilingual or multilingual programmes such as

immersion, MT-maintenance, submersion and segregation programmes.

Researchers indicate that it depends on the multilingual nature of the country and
the aim of the government as to which programme particular countries choose to
implement in their education systems. The researchers point out that the major
aims of MLE programmes in some countries are either positive or negative. For
example, positive aims include making learners bilingual, aiming at academic
achievement and cognitive development, and achieving equity and integrity,

whereas negative aims include assimilation and monolingualism.
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Similarly, countries that have succeeded in the implementation of MLE show a
commitment to their success and some countries have failed because of lack of
motivation and political will. The literature revealed that we need only a clear
approach for language policies to be implemented as intended. Language planners

must cater for all people and the only approach is through MLE.

In Africa, literature revealed that most countries adopt policies that use the
languages of the colonial countries. Most African countries use English as LoLT.
These countries follow a transitional bilingual education programme which
emphasises the use of mother tongue only in the first three years of schooling.
The literature revealed that the education in the African countries is therefore

inferior because most of the learners attain poor academic development.

South Africa, like other African countries, adopted a policy of colonial languages
before the inception of democracy in 1994. The literature showed that after the
democratic elections of 1994 the South African government adopted a policy of
eleven languages which is also used by the Department of Education. In 1997 the
DoE announced a LIiEP in which a provision to use a language of learners’ choice
and the learning of another language as a subject is made. Practically, in South
African schools English is a major LoLT, and Afrikaans as well as African
languages are learnt as subjects. This clearly implies that South Africa uses a
transitional bilingual education programme in which mother tongue is used only
up to Grade 3 and thereafter learners switch to English. But in some schools a
Straight to English policy is used. It is also observed from this literature that a
bilingual policy that uses English as well as Afrikaans as LoLTs is also followed

in ex-Model C schools.

The reviewed literature also confirmed that Limpopo Province is characterised by
linguistic diversity and it also follows a transitional bilingual education
programme of using MT in the early years and then shifting to English from
Grade 4 onwards. It is only in a few primary schools where mother tongue is used
alongside English as LoLT. The literature reveals that officially schools use the

provision made in the LIiEP that mother tongue should be used until Grade 3 after
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which learners shift to the use of English. The DBE (2011a) reported the high

failure rate and poor performance in academic achievement might be related to
language problems.

In Chapter 3 the theoretical and conceptual framework of this study will be
discussed.
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CHAPTER 3

THEORETICAL AND CONCEPTUAL FRAMEWORK

3.1 Introduction

According to Maxwell (2005:42) a theory refers to “a set of concepts and the
proposed relationships among these, a structure that is intended to represent or
model something about the world”. Maxwell (2005:42) further states that a theory
provides a model of why things are the way they are and it explains how some
aspects work. Regoniel (2010), on the other hand, asserts that “a conceptual
framework occurs when a researcher links concepts from literature to establish
evidence to support the need for the research question”. As already discussed in
Chapter 2, MLE is defined differently by different researchers. This chapter
explores the conceptual framework and theories on MLE.

In order to understand the importance of multilingual education (MLE) in South
Africa it is essential that we first show our understanding of the previous
multilingual and/or bilingual education theories and their relevance to the South
African school context. Multilingual education (MLE) is essential for academic
performance of learners. This chapter discusses four ideas that form the
conceptual framework for this study, namely, Cummins’ threshold and
interdependence theories (1978), bilingual education models by Skuttnab-Kangas
and Garcia (1995), additive and subtractive bilingualism (Skuttnabb-Kangas,
1988 & Luckett, 1993), and Language Management Theory (Neustupny &
Jernudd, 1987).

3.2 The complexity of MLE

MLE refers to the use of at least three languages in education. This includes the
mother tongue, a regional or national language and an international language
(UNESCO, 2003b). In South Africa MLE would mean MT maintenance and good
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provision of English; or the use of English for half of the subjects and MT for the
other half (Heugh, 2002c). This includes bilingual education (BLE) which means
the use of two languages as LoLTs as well as the learning of two languages
(UNESCO, 2010). Other researchers define MLE as a situation where more than
two languages are used as LoLTs (Cenoz and Genesee, 1998b). This again
includes bilingual education where two languages are used side by side. This also
includes educational programmes that use languages other than the first languages
of learners as LoLTs. MLE programmes aim at developing communicative

proficiency in more than two languages.

MacKenzie (2009) further defines MLE as education which is aimed at
developing the skills of communication, cognition, and reasoning first in the
language learners understand well and later introducing other languages necessary
for successful access to life in a multilingual society. In these programmes,
education should start with learners’ MT. MLE is, therefore, used as a bridge to
the introduction of a more permanent medium of learning and teaching. It can
take many forms considering the sociolinguistic context in which it occurs. Some
people use the forms such as BLE, MLE and MTE to refer to education that

begins with learners” MT and the teaching of at least one additional language.

It is more important to differentiate MLE with MTE. Mother tongue education
(MTE) refers to the use of MT as a language of learning and teaching, whereas in
MLE learners learn through the use of MT first and then learn additional

languages.

Heugh (2002c) argues that in South Africa it is difficult to apply MLE because,
among other things, there is a belief that many languages of this country make it
difficult to implement MLE because it will not be feasible to teach through all of
them. Another myth is that parents in South Africa want a Straight for English
policy so they do not encourage their children to attend black schools which start
with learners’ MTs (Heugh, 2002c). In addition to the above beliefs it is
conceived that it is too expensive to produce learning and teaching material in all

African languages. Lastly, it is believed that the country does not have well
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trained teachers to teach in African languages (Heugh, 2002c). Most of the
learners in South Africa stay in remote rural areas and they are not exposed to
English, so it is very difficult for them to learn this language. Generally, the
linguistic situation and lack of political will in South Africa limit the

implementation of MLE.
3.3 Theories and models of multilingual education

Most theories and models used in MLE are developed from the bilingualism point
of view. They focus on the learning of the content through two languages: L1
(MT) and L2. Since the main aim of this study is to focus on the transition to
MLE and to propose a working model for the South African situation, most
significant theories and models developed by the previous scholars have been
considered. The discussion is informed by Cummins’s Threshold and
Interdependence theories (1978), Language Management theory as well as models
of bilingual/multilingual education. The study will engage critically with these
theories and models with the view of leading to the context of South Africa. The
ultimate goal is to propose a model that will be suitable for the people’s

aspirations as far as language in education is concerned in South Africa.
3.3.1 Cummins’s theories

Cummins provides various theories on bilingual education as discussed below.
The theories relate language proficiency in either L1 or L2 to academic
achievement. They account for the successes and failures of the majority and
minority language learners in various educational programmes. The threshold and

interdependence hypotheses form the basis of Cummins’s theoretical framework.
Threshold Hypothesis

The threshold hypothesis deals with the cognitive and academic outcomes of
various programmes relating to bilingual skills (Baker, 1988). According to the
threshold hypothesis there is a minimum level of competence required for a child
to develop in the L1 in order to gain cognitive development when exposed to L2
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learning or instruction (Cummins, 1978). This implies that a high level of
competence in L1 will lead to a high level of competence in L2. A low level of L1
competence will then lead to a low level of L2 competence. This indicates that if a
child achieves a high level of bilingualism in both L1 and L2, greater cognitive

development will also be reached.

According to Cummins (1978), there are two thresholds of bilingual competence,
namely the higher level and the lower level of bilingual competence as shown in

figure 3.1 below.

Upper level

(Additive bilingualism/Proficiency bilingualism)
Age-appropriate competence in two or more languages:
Positive Cognitive Effects

Second Threshold Level/Higher Threshold

Middle level

A. (Dominant bilingualism/Partial bilingualism)

Age-appropriate competence in one but not two languages:
No Positive nor Negative Cognitive Effects
First Threshold Level/Lower Threshold

Lower level
(Semilingualism/Limited bilingualism)
Low level of competence in both languages:

Negative Cognitive Effects

First Language Proficiency
Second Language Proficiency

Figure 3.1: Cognitive effect of different types of bilingual education (Cummins,
1978:403)

The hypothesis suggests that the degree to which a learner develops bilingualism
will have either positive or negative consequences for a child. He asserts that

those children who score the lower level of bilingual competence are semilingual
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because they fail to achieve competence in both languages and therefore they
experience negative cognitive consequences, whereas those who achieve the
higher level are regarded as achieved additive bilingualism because they are
competent in both languages and they experience positive cognitive effects. There
are learners who are competent in only one language. Cummins (1978) classifies
this situation as partial bilingualism and they experience neither positive nor
negative cognitive effects. This hypothesis deals with the outcomes of transitional
bilingual education in that it looks into the level of competence learners achieve

in bilingual education programmes.

Cummins (1979) maintains that learners who achieve the higher level of bilingual
competence have acquired relevant cognitive skills that will help them in
academic performance. On the other hand, learners who reach the lower level will
not be able to achieve academic success. Cummins (1979) also states that the
threshold varies according to the type of bilingual situation and the level of
cognitive development of an individual. Cummins developed this hypothesis in
order to explain the situation and the reasons why some learners achieve cognitive
academic growth and some not.

The Developmental Interdependence Hypothesis

The interdependence hypothesis deals with the functional interdependence
between L2 and L1. The theory describes the relationship between language
proficiency and academic achievement. The interdependence hypothesis states
that the level of competence of L2 of a child depends on or is related to the level
of competence in L1 before exposure to L2 for cognitive and academic language
proficiency achievement, whereas both languages are independent for surface
fluency (Cummins, 1978). It means that the skills, knowledge, values and
attitudes developed in the L1 are transferred to the L2. This implies that if a child
develops sufficient L1 skills, the skills will be transferred to L2 when the child is
exposed to L2 instruction. Cummins (1978) concludes that it is necessary for a
child to acquire academic language proficiency in L1 in order to transfer such

skills to L2. This will in turn help a child to attain a high level of competence in
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both languages. The hypothesis also states that if L1 competence cannot be well
developed before introducing a child to L2 instruction, both languages may not
develop to enable a learner to attain high academic achievement. This also implies
that the inability of the learner to acquire cognitive language development in the
L1 in a situation where a child has intense exposure to a L2 may hinder
development in the L1, which will in turn lead to poor development of L2 and
poor academic performance (Cummins, 1978). According to Cummins (2008),
academic language proficiency develops from communicative or surface fluency,
which is referred to as Basic Interpersonal Communicative Skills (BICS) after the
early stages of schooling (the concept of BICS is discussed in detail below). This
implies that surface fluency or conversational fluency is acquired through social
interaction whereas academic language proficiency is attained through formal
education. The immersion programme of Canada evidenced that the level of
exposure to L2 determines the level of development of the same at school.
Therefore the mastery of L2 depends on the extent to which learners are exposed
to the language out of a school situation.

The threshold and developmental interdependence hypotheses thus suggest that
linguistic factors are very important in understanding the learners’ language
behaviour in educational contexts. The two hypotheses influenced the distinction
between Basic Interpersonal Communicative Skills (BICS) and Cognitive
Academic Language Proficiency (CALP) as discussed below.

BICS and CALP Distinction

Cummins (2008) distinguishes between Basic Interpersonal Communicative
Skills (BICS) and Cognitive Academic Linguistics Proficiency (CALP).
According to Cummins, BICS has to do with the ability to speak and understand a
language or conversational language skills, in contrast with CALP which has to
do with the ability to use a language in order to attain academic success or
cognitive and academic language skills. As stated by Cummins (2008), it is easier
for children to acquire BICS than CALP. Cummins argues that the learners’

conversational fluency may hide the learners’ failure to acquire academic
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language skills. Most of the learners and their parents are not aware that they have
not yet acquired the required language skills to make academic success. He

stresses that it takes a very long time for learners to attain CALP.

According to Cummins (1984), the theoretical framework above only applies to
bilingual education programmes. This implies that it may not be useful in other
contexts. As a result, Cummins refined the terms ‘BICS’ and ‘CALP’ by

developing the continuum model described below:

Cognitively Undemanding

Context-embedded Context-reduced

Cognitively Demanding

Figure 3.2: Range of contextual support and degree of cognitive involvement in

communicative activities (Cummins, 1984:12).

Cummins (1981) uses this continuum model to explain the situation in a L2
learning classroom. He maintains that the theory proposes two dimensions that
concern the communicative proficiency of learners in a L2 learning classroom.
The two dimensions include context-embedded versus context-reduced
communication, and cognitively undemanding versus cognitively demanding

communication as illustrated in the above diagram (Figure 3.2).

According to Cummins (1981), a situation where learners indicate their lack of
understanding of the content and cannot communicate well with teachers is said to
be context-embedded because there are few if any cues to support the interaction.

The child can, however, reflect more understanding as he/she participates
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effectively with his/her teachers. This situation, according to Cummins (1981), is
context-reduced because communication supports are available for learners’
interaction. In context-embedded communication only BICS is achieved and in
context-reduced communication CALP is achieved.

Furthermore, Cummins (1981) contends that in a situation where the language is
underdeveloped and only surface fluency is reached, the situation is cognitively
undemanding. Such knowledge may be necessary for interacting with family and
friends, but for academic success the situation is cognitively demanding. In
cognitively demanding communication, learners are required to analyse and

synthesize information. This means that CALP is achieved.

The distinction between the two dimensions highlights to language practitioners
and language policy makers a need to differentiate between conversational
language skills and academic language skills so that they can make valuable

decisions.

Cummins (1981) uses “iceberg” representation of language proficiency theory to
distinguish between BICS and CALP. According to the “iceberg” representation
the “*visible’ language proficiencies of pronunciation, basic vocabulary and
grammar, which are manifested in everyday interpersonal communicative
situations, are above the surface, but the cognitive/academic language proficiency
(CALP) required to manipulate or reflect upon these surface features outside of
immediate interpersonal contexts is below the surface” (Cummins, 1981:21). The
theory shows that learners acquire conversational skills (BICS) first and CALP
later. It also indicates that it takes longer for learners to acquire academic
language proficiency (CALP). Cummins (1981) further acknowledges that some
academic language skills require social communication skills in order to develop.
This implies that CALP may develop in non-academic highly contextualized
conversation. This means that CALP requires cognitively demanding
communicative skills whereas BICS requires cognitively undemanding
communication. This theory maintains that children may take two to three years

to learn a new language but for the purpose of academic use, they will need five
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or more years. Within this theory, the interdependence hypothesis is refined to

“Common Underlying Proficiency,” which is discussed below.

Separate Underlying Proficiency (SUP) and Common Underlying Proficiency
(CUP)

Cummins (1981) states that later in this framework the two concepts, BICS and
CALP, were also explained by using the Separate Underlying Proficiency (SUP)
model and the Common Underlying Proficiency (CUP) model. According to
Cummins (1981), SUP assumes that the proficiency in L1 is separate from that of
L2. Cummins (1981) further indicates that each language occupies a certain
amount of space in a brain and this makes it difficult for both languages to
develop. This implies that there is no direct link between proficiency in L1 and

proficiency in L2.

CUP assumes that development in one language can promote the development of
both languages. According to Cummins (1981), L1 and L2 are processed in the
same operating system of the brain. As a result, a learner can develop the reading,
writing, listening and speaking proficiencies through both L1 and L2 at the same
time. This implies that cognitive and academic literacy skills are transferrable
between L1 and L2.

Dual-Iceberg Representation of Language Proficiency

Cummins’ Language Interdependence Model is also described by Dual-Iceberg
language representation. The figure below illustrates the CUP by using the Dual-
Iceberg theory. Dual-Iceberg representation indicates that features of L1 and L2
appear separate above the surface level. However, L1 and L2 may share a
common operating system below the surface level. The representation illustrates
that the dimension that is used for more cognitively demanding tasks that involve
more complex language is CALP, which is transferrable across languages. This
implies that proficiencies involving more cognitively demanding tasks such as
literacy, content learning, abstract thinking and problem solving are common

across languages.
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LANGUAGE
INTERDEPEMDEMCE

SURFACE FEATVRES

Comnaon
UNDERLYING
PROFICIENCY

Figure 3.3: Dual-Iceberg Theory: Common Underlying Proficiency (Cummins,
1980)

There are critiques of this theoretical framework by some scholars. Romaine
(1989) for instance states that the situation of transferring language skills between
L1 and L2 is not as easy as Cummins show. Romaine (1989) indicates that it is
not easy to measure whether the learner has reached CALP or not and when L1
skills are transferred to L2. She bases her argument on the research conducted in
Canada which concluded that children who have been exposed to French for a

long time still performed poorly in English in the French-immersion programme.

The interdependence theory also has received criticism from scholars such as
Canale (1984), Genesee (1984), Spolsky (1984), Troike (1984) and Wald (1984).
According to Genesee (1984), social factors are also important in the school
context. Genesee argues that in Cummins’s theoretical framework linguistic
factors are more stressed than social factors. This implies that, according to
Cummins, language use in the schools has nothing to do with how language is

used at home or in the community.

According to Spolsky (1984), the problem with Cummins’s use of the terms
‘BICS” and “CALP’ is that he uses acronyms which are not easy to understand.
Spolsky (1984) suggests that Cummins should use full concepts that will also be
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explained. The main problem is how Cummins uses the language. It becomes

difficult to interpret.

Troike (1984) argues that the concept ‘CALP’ as explained in Cummins seems to
be very attractive and it is supported by the findings from the Finnish immigrants
in Sweden and the Mexican immigrants in the US. According to Troike (1984),
the hypothesis is not valid. Troike (1984) suggests that not only linguistic factors
affect academic language achievement, but also cultural and social factors. As
stated, Troike shows that it is unfair to ignore other factors that affect academic
achievement over others such as overlooking the effect of home cultural
background.

Generally, critics state that the theory does not consider other factors that affect
learner achievement such as cultural, social, political and attitudinal factors. It
also does not separate schools according to socio-economic factors, which have a
great influence on academic achievement. One may also add that this particular
theory was designed for transition to learning in English rather than continuing
with a native language. It simply suggests that a solid foundation in the first
language prepares children for learning English. An emphasis is that a child must
know a native language first as this makes it easier to attain a desired goal of
learning and teaching in English. But this theory shows practical possibilities for
MLE and as a result it is worth consideration together with other factors.
Notwithstanding the fact that the theory of Cummins deals with issues relating to
language competency, it is also relevant for the choice of which language to use
in education in order to reach cognitive development as well as academic

achievement.
Blaming the Victim

There are assumptions of North American school systems about the minority
children in schools of many countries. Children are blamed for their poor
performance in school systems. In this assumption, Cummins (1981) explores that

most teachers of minority children consider bilingualism to be a problem that
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causes confusion in children’s thinking and needs to be eradicated. American
children were often punished for speaking their home languages. This is a strategy
used to make learners feel that their language is inferior. As a result of this kind of
treatment, children in bilingual education programmes performed poorly and
many of them experienced emotional conflicts (Cummins, 1981). Despite the bad
treatment of minority children that might have caused their failure, blame is put
on their bilingualism. According to Cummins (1981), the research findings were
interpreted to mean that the brain is capable of taking only one language, which
means that in the case of bilingualism no language will develop well because both
languages share the brain space for only one language, which Cummins does not
believe in. Cummins (1981) further explains that the poor performance is not
caused by bilingualism, but is caused by an attempt by schools to eradicate

bilingualism.

Cummins (1981) asserts that it may take two to three years to acquire
conversational skills, but at least five or more years to acquire academic language
proficiency. This assertion was evidenced in the research by Heugh (2002c) that
took place in South Africa. The findings of these researches clearly indicate that
learners who perform better in African countries, particularly in South Africa,
take a long time to exit in transitional bilingual education. According to Heugh
(2002c:174), many researchers in South Africa reveal that the high failure rate of
most of the children is a result of the fact that children “plunge too quickly in
English without strong support in the school for their home languages”. Research
findings such as this influence the decision to be taken by language planners and

language policy makers concerning LoLT in schools.
Zone of Proximal Development

Cummins theory concerns the minority learners’ school failure and the relative
failure of previous education programmes such as compensatory education and
bilingual education. There are three most important statements about Cummins’s
theory. The first statement states that “language minority students instructed in the

minority language for all or part of the school day perform as well in English
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academic skills as comparable students instructed totally through English”
(Cummins 1986:22) . The second statement proposes that “to the extent that
instruction through a minority language is effective in developing academic
proficiency in the minority language, transfer of this proficiency to the majority
language will occur given adequate exposure and motivation to learn the
language” (Cummins 1986:22). The third statement concerns the context of the
learner. Community and schools, power and status relationships should be
considered. This implies that the home-school exposure to language plays a very
important role in children’s academic performance. This means that children need
to be exposed to language used at schools to make academic progress. It also
implies that there are languages for minority learners which are regarded as
inferior. Speakers of these languages are regarded as failures even before they can
go to school because their languages are inferior to the languages of the majority

learners.

According to Cummins (1986), the theory maintains that there are four major
characteristics of schools which determine the successes or failure of minority
language learners. They include:

e The extent to which the school incorporates home language and culture
into the school curriculum. It implies that if the language and culture of
the minority learners are taken care of, the same learners will perform
better than if their languages are ignored.

e The extent to which participation of parents in their children’s education is
collaborated. This means that in programmes that do not allow parents to
participate in the learners’ schooling the learners are likely to
underperform than in schools which allow parents to partake.

e The extent to which education promotes inner desire to learn and not just
passive receptacles. This implies that learners must show that they are
knowledge seekers by being actively involved. Cummins (1986) uses
transmission and reciprocal models to explain the theory. According to

Cummins (1986), the reciprocal has to do with the active participation of
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learners in their education whereas in the transmission model learners are

expected to recall what they are taught by the teacher.

e The extent to which assessment of minority language learners avoids

locating problems in the pupil and seeks to find the root of the problem in

the social and educational system or curriculum wherever possible.

The following is a graphical representation of the explanation above.

Cultural/Linguistic Incorporation

Community Participation

Pedagogy

Assessment

SOCIETAL CONTEXT

Dominant Group

Dominated Group

SCHOOL CONTEXT

Educator Role Definitions
Additive
Collaborative
Reciprocal
Interaction-
Orientated
Advocacy-
Oriented

}
EMPOWERED

STUDENTS

- Subtractive

- Exclusionary

Transmission-
- Oriented
Legitimization-

- Oriented

DISABLED

STUDENTS

Figure 3.4: Empowerment of minority students: A theoretical framework

(Adapted from Cummins, 1986:24)

In conclusion, Cummins’s (1978) theories of the threshold hypothesis and the

interdependence hypothesis are used in order to account for the outcomes of the

bilingual programmes.
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3.3.2  Bilingual education (BLE) models

There are also models of bilingual education that are vital in understanding a
study on MLE and these are the: transitional model, plural multilingual model,
two-way bilingual education immersion model, maintenance model and
submersion model that are summarized below (Skutnabb-Kangas & Cummins,
1988; Skutnabb-Kangas & Garcia, 1995). In order to get a sense of how these

models work, each of them will be discussed here.

In an immersion model the target language is used both for language subject and
as LoLT. The language involved is usually a L2 (Baker, 2006). Skutnabb-Kangas
and Cummins (1988) define an immersion bilingual model as a programme in
which linguistic majority children with a high status mother tongue and who are
highly motivated choose to be instructed through the medium of a foreign
language. The main purpose of this programme is to make children “bilingual and
bicultural without loss of achievement” (Baker, 2006:245). Immersion could be
done in many ways. Hence, there are types of this kind of programme such as a
total immersion (all subjects at all levels are done in L2), partial immersion (50%
of the curriculum in MT and 50% in L2), two-way immersion (where both
minority and majority learners are found in the same classroom), and early
immersion and late immersion or middle immersion (depends on the age of the
learner) (Baker, 2006). This model has been successful in Canada where English-
speaking parents were encouraging their children to learn through French.
Children developed high-level competence in L2 (French) without replacing their
L1 (English). According to Macdonald (1990:93), this model has been a failure in
Anglophone countries because children do not have a sufficiently literate
background or parental and cultural-environmental support for learning through
the L2.

In the two-way bilingual education immersion models both majority and minority
groups learn together in the same class to develop bilingual fluency in both
languages and encourage cultural appreciation. An example of this model is

bilingual immersion schools in California in the United States of America. The
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main objective of this model is to make all learners equally bilingual and bi-
literate (Skutnabb-Kangas & Garcia, 1995). Such programmes also lead to high
levels of proficiency in both L1 and L2, positive intercultural attitudes and
behaviour, and in academic achievement in all grades (Baker, 2006). According to
Baker (2006), this model includes two-way immersion, developmental bilingual
programme, dual language education, bilingual immersion, double immersion,
and interlocking education. This is another model of achieving additive

multilingualism.

In the plural multilingual model learners from different language backgrounds
and nationalities use several LoLTs. A typical example of this model is the
situation where learners who were originally monolinguals are exposed to many
languages. The main aim is to help them to become multilingual so that they are
able to participate in the different domains. This model is also referred to as the
mainstream bilingual or multilingual model (Skutnabb-Kangas & Garcia, 1995).
Skutnabb-Kangas and Garcia (1995) assert that this is a form of additive

multilingualism.

In the maintenance or developmental model the minority learners use their
languages initially as LoLTs and move to the majority languages at a later stage,
but learners continue to receive instruction in their L1 as well (Skutnabb-Kangas
& Garcia, 1995). For example, some of the subjects are learnt through their L1
and the remaining subjects through L2. According to Skutnabb-Kangas & Garcia
(1995) as well as Baker (2006), this model is also referred to as the language
shelter or heritage language model. The outcomes of this model are additive
bilingualism and maintenance. Learners in this programme become bilingual and
bi-literate. According to Cummins (1981), learners reach positive cognitive

effects.

In the transitional model, learners are first taught in their L1 while they are
introduced to English (L2) as a subject (Macdonald, 1990). After about three
years children are transferred into English only classes. The main aim of this

model is to use a foreign language in the classroom rather than the home
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language. It is a way of assimilating the minority learners (Baker, 2006). This
model includes both early-exit bilingual education where children are taught in
their home language for the first two to three years only and later shift to the use
of a foreign language, and the late-exit model in which learners are taught in their
home language for at least six to eight years before they can switch to a foreign
language. In both cases, it is believed that learners shift from the use of a home
language in the classroom when they are ready to use a L2 because, when they
use their home language in class, at the same time they will be learning a L2 as a
subject (Baker, 2006). But in the early-exit model learners do not wait until they
are ready for the transition (UNESCO, 2010). The model leads to a subtractive
bilingualism because learners become proficient in neither of the languages. This
means learners reach negative bilingual effects (Cummins, 1981). Whereas in the
late-exit model, if the learning of MT was effective during this period, this model
may lead to additive bilingualism (UNESCO, 2010)

In the submersion model, the non-native speakers of a language have to learn in
that language so that they become assimilated in the society of that language.
Children with a low status L1 are forced to learn through a L2. For example, non-
native speakers of English in the US have to learn in English even though they
have not reached high or sufficient proficiency in this language (Macdonald,
1990). This language of instruction is in most cases a L1 of a small percentage of
learners or none and it occurs where the teacher does not understand the L1 of
learners. At the same time, teachers in this programme are not as well proficient
in the language of instruction and they are not MT speakers of it either. In US,
this model is also called a ‘structure immersion’ or a ‘mainstream program’
(Baker, 2006). This model also leads to subtractive bilingualism (Cummins,
1981).

Baker (2006) argues that some of the models of bilingual education are strong
whereas some are weak. Weak forms of bilingual education models are
transitional and submersion programmes because they are aimed at assimilation

and are subtractive. On the other hand, strong forms of bilingual education are
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aimed at bilingualism, bi-literacy and biculturalism. As a result these programmes
are additive and they include immersion programmes, two-way or dual

programmes, and maintenance or developmental programmes.
3.3.3  Additive and subtractive bilingualism

This section focuses on the typical outcomes of the above-mentioned bilingual
models, namely additive and subtractive bilingualism. These two paradigms of
bilingual education adopted from Skutnabb-Kangas (1988) and Cummins (1981)
are also used by Luckett (1993). Luckett (1993) refers to those models that relate
to a positive attainment of L2 competence and maintaining the L1 competence
(immersion, plural multilingual, two-way dual language, maintenance model) as
additive bilingualism and those that result in negative influence on both languages

as subtractive bilingualism (transitional and submersion models).

According to Luckett (1993:75), additive bilingualism refers to a situation where
a learner gains competence in L2 while L1 is maintained. She argues that this can
only be realized if both L1 and L2 are valued and reinforced. In addition to this,
Cummins (1979) asserts that additive bilingualism is achieved when children
attain a higher threshold level in both L1 and L2. Luckett (1993) and Skutnabb-
Kangas (1988) believe that proponents of additive bilingualism claim instruction
in L1 to be a human right, a resource and an enrichment of education. Scholars
such as Cummins (1981) and Luckett (1993) support the idea that in the additive
bilingual approach children are guaranteed of positive effects on their social and
cognitive development. Luckett (1993:75) believes that if a child maintains
his/her L1, it will be easier for him/her to master content in L2. Baker (2006),
therefore, refers to additive bilingualism as the addition of L2 and culture is
unlikely to replace the L1. In immersion, plural multilingual, two-way/dual
language and maintenance models learners are able to attain bilingualism, bi-

literacy and biculturalism.

Contrary to the additive bilingual approach, there is the subtractive bilingual

approach to education, which has to do with moving learners from the use of MT
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to the additional language as LOLT in the early years of schooling (Heugh, 2011).
This implies the learning of L2 with a pressure to replace a L1. In this paradigm
L2 is added to replace L1. In some schools this includes a situation where MT is
removed both as LoLT and as a subject of learning. Luckett (1993) further states
that this situation occurs when the L1 of the child is not valued and supported by
the education system. L1 is therefore regarded as a barrier, compensatory and
deficit to be used in education. As a result, this approach has a negative impact on
a child’s social and cognitive development. This implies that the child’s L2 will
not develop and as such she/he might not be able to make sound judgments about
the content in L2. This includes programmes such as the early-exit transitional
programme and the submersion programme which result in failure to achieve
academic success, bilingualism and bi-literacy. In these programmes neither of
the languages is mastered. This situation is evidenced by the failure of the
transitional bilingual education in US which ended up replacing the Spanish

language with English.
3.3.4  The language management theory (LMT)

According to Nekvapil (2006), the term ‘language management’ was introduced
by J.V. Neustupny and B.H. Jernudd in 1987. Nekvapil (2006) states that
Neustupny and Jernudd introduced the term ‘language management’ to replace
‘language planning’ which they associate with a particular period of deliberate

regulation of language and linguistic behaviour.

According to Cooper (1989:45), “Language planning refers to deliberate efforts to
influence the behaviour of others with respect to the acquisition, structure, or
functional allocation of their language codes”. This definition of language
planning includes the three types of language planning, namely, acquisition
planning, corpus planning and status planning respectively. Language planning is
aimed mainly at solving language problems. Status planning deals with giving a
language position in relation to other languages. For example, assigning a
language official status, national language or medium of instruction (Cooper,

1989). Corpus language planning focuses mainly on the structure of the language
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as it deals primarily with spelling rules or vocabulary items. Lastly, acquisition
language planning has to do with increasing the number of language speakers of a
language. This implies that people are given an opportunity to learn and use a
language. Language planning occurs at the level of the state or government
institution. This is referred to as macro planning (Nekvapil & Nekula, 2006) and
it includes mainly status planning. The other type of language planning is done in
non-governmental institutions and other governmental institutions such as
schools, companies, shops, hospitals, and others. This is termed ‘micro planning’
(Nekvapil & Nekula, 2006).

When developing a theory of language policy, Spolsky (2004) distinguished
between three components, namely language practices, language beliefs or
ideology and language intervention. Spolsky (2004) refers to this theory as
‘language management’. According to Spolsky (2004), any language treatment
such as language cultivation is referred to as language management. Spolsky
therefore uses the term ‘language management’ to gradually replace the term

‘language planning’.

Nekvapil and Nekula (2006) also states that the theory of language management
originated alongside the classical theory of language planning. According to
Neustupny and Nekvapil (2003:184), the “Language Management Theory
(LMT)” was developed as an extension and adjustment of language planning
theory. The term ‘management’ in this theory is used to highlight the fact that
attention is given to a wide range of problems related to language use (Neustupny
& Nekvapil, 2003). LMT therefore deals with a wide range of problems in
addition to linguistic problems such as communication problems, literacy, as well

as socio-cultural and socioeconomic problems.

LMT distinguishes between ‘simple language management’ and ‘organized
language management’. According to Neustupny and Nekvapil (2003:185),
simple management refers to the management of language problems as they occur
in individual communication acts. At this level, the speaker identifies language

errors of his own and fixes them immediately. If an individual is unable to solve
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the problems, they refer to linguistic and other professionals in other social

institutions, hence organized management (Nekvapil, 2006:5).

Neustupny and Nekvapil (2003:185) further state that organized management of
language is the management of problems in which “more than one speaker
participates in the management process; discourse about management takes place;
and thought and ideology intervene”. This implies that organized management is
done by specialists and institutions at a public level. Organized management deals
precisely with language planning (Nekvapil, 2010). This entails that language
planning theory only dealt with organized language management. The scholars
clearly indicate that the two types of language management are related to one
another because organized management depends on simple management. An
individual must first identify a problem and fail to repair it before it is brought to
the attention of experts.

Neustupny and Nekvapil (2003) also maintain that language management is done
through the management process. The scholars state that language management
involves various stages. They argue that in a conversation error may occur, which
they refer to as a deviation from the norm. An individual notes the deviation and
then evaluates the noted deviation. Subsequently, an adjustment plan is selected
and later implemented. According to Nekvapil (2006), in organized management
noting is based on the research done where simple management is thoroughly

researched concerning the language situation.

Nekvapil (2010:3) uses the following diagram representation to summarize the

language management processes:
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Communication Act

N

No deviation deviation

Unnoted/\:oted

Not evaluated evaluated
Adjustment not designed adjustment designed

Not implemented implemented

Figure 3.5: The simple management process scheme (Nekvapil, 2010:3)

This includes the language policy formulation and implementation processes. This
implies that the formulation of language in education policies also falls within this
framework. First, research is done about how the languages used in education
such as mother tongue and language of wider communication affect teaching and
learning in the classroom. Secondly, the effect is evaluated and necessary
adjustment is planned. Lastly, the relevant implementation is effected in the
classroom. Individual schools also may realize the deviation from the norm and
evaluate it. Thereafter, the schools make an adjustment plan and come up with the
policy which is meant for the language problems at their particular schools and
further ensure that implementation occurs. This means that schools formulate
their own policies to cater for their individual language problems.

According to Nekvapil (2010), language management is a cycle which is shown

below:

Micro ——  ymacro — » micro

The representation shows that individual speakers encounter problems; bring
them to the attention of linguists and other professionals; the problems are

discussed and adjustment is designed; and the adjustment plan is accepted and
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implemented. Nekvapil (2010) further asserts that the language management
cycle may be partial or fragmented. This implies that some of the processes may
not occur at some stages. What is being discussed above is only the required
process that must occur. Sometimes partial language management is done, where
planning starts at micro to macro. This is when language users experience
problems and bring them to the attention of professionals but they remain
unsolved. Sometimes the professionals plan to solve problems without the
concern of language users. That is macro to micro planning. Sometimes, only

micro or macro planning is done.
3.4 Conclusion

This chapter focused on the conceptual and theoretical frameworks of this study
based on Cummins’s theory of transitional bilingual, bi or multilingual education
models as well as the language management theory. The chapter has examined
both threshold and interdependence hypotheses as presented by Cummins as well
as the concepts used in describing his theories. Cummins’s theories are generally
about the acquisition of language proficiency and the importance of maintaining
the L1 in order to be able to transfer language skills to L2. Cummins’s theories
and LMT both influence decisions taken by language policy planners as well as
planning processes that take place in various departments. In this chapter bilingual
education models were also discussed. These models deal with the
implementation of bi- or multilingual education in different countries. The most
important thing is that one model may be more relevant in one country than in
another. It is determined by the linguistic situation of a country and other factors.
These theories and accompanying models will, therefore, help us to analyse and
understand the findings of this study as well as inform the proposed working

model for a country such as South Africa.
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CHAPTER 4

RESEARCH DESIGN AND METHODOLOGY

4.1 Introduction

This chapter presents the description of the research process and procedures for
this study. An overview of the research design in this study is presented. The
research was conducted in two ways. In the first place, a qualitative approach was
followed when data were collected from educators, principals and departmental
officials and, secondly, the quantitative approach was also used to collect data
from learners and principals. Therefore, mixed methods of collecting data or
triangulation were used to ensure validity and reliability of the research findings.
The research site, target population, sampling method, sampling size, method and
instruments of data collection, and data analysis are discussed in this chapter.
Lastly, aspects that concern trustworthiness and ethical considerations are

explained.
4.2 Research setting

Research takes place in a specific site required for making observations. The
following criteria for choosing a research site are given by Marshall and Rossman
(1995:51):

“... entry is possible; there is a high probability that a rich mix of
the processes, people, programmes, interactions, and structures of
interest are present; the researcher is likely to be able to build
trusting relations with participants in the study; and data quality

and credibility of the study are reasonably assured.”

In this study investigations were done in schools except for the circuit manager

who was interviewed in his office and the SGB members who were allowed to
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choose their convenient venue. This implies that a school is a natural setting in

which events occur and are observed.

The study took place in selected primary schools in the Pietersburg Circuit of the
Capricorn District of the Limpopo Province. The schools are rich in diversity in
the sense that they comprise of a variety of races, cultures and languages that may
affect their use of multilingual education in any way. There are also different
types of schools in this circuit such as ex-Model C schools, ex-DET schools, new
schools and independent schools. New schools are those schools that opened after
the election of the new democratic government in 1994.

4.3 Research methodology

This section describes exactly how the design was applied in this research.
According to Leedy (1997:104), methodology refers to “an operational
framework within which the data are placed so that their meaning may be seen
more clearly”. This means that research methodology describes the types of data
that the research project needs and how that data were collected, organized and
analysed. Research methodology is an umbrella term used to refer to the research
methods, techniques, and procedures that are employed in the process of
implementing a research design or plan, as well as underlying principles and
assumptions that underlie their use. Research methodology includes the
description of the research instruments, data collection and data analysis methods

that are applied in the study.

Hammell (2002) defines research methodology as the philosophical and
theoretical aspects of how the research should proceed considering the nature of

the problem to be addressed.

100



43.1 Research methods

According to Hofstee (2006:108), a research method has two meanings, namely,

the researcher’s

. way of considering one’s (added) thesis statement, or the
general technique/s that one (added) employs to examine his
(added) statement, for example interviews, a case-study, content

analysis or an experiment, etc.”

In addition to Hofstee (2006), Hammell (2002:177) defines research methods as
the actual techniques and strategies used to acquire knowledge and manipulate
data. Research methods therefore refer to an overall research design and strategy.
Research methods include things such as experimental research, qualitative
research or quantitative research (Johnson & Christensen, 2004:162). There are,
however, methods of collecting data which must not be confused with research
methods. These include methods used to collect data such as interviews,
observations and questionnaires; data collection procedures and data analysis.
Methods used for collecting data are mainly known as data collection instruments

or techniques.
4.3.2. Research design

This section gives an overview of a research design in general. According to
Mouton (2001), a research design is a guideline to make choices about the
research methods that are to be applied in order to achieve the intended goal. This
implies that research design has to do with planning and implanting the study in
the correct way (Rasinger, 2008). According to Leedy (1997), a research design is
an imaginary planning for conducting a research project. Leedy (1997) further
states that a research design is an overall framework for collecting data and that it
provides a format for the steps in the study. Babbie and Mouton (2001) concur
with Leedy (1997) by stating that research design is a plan or structured
framework of how researchers intend conducting a research process in order to

solve a research problem.
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Different research designs are suggested when following either the qualitative or
the quantitative approaches. Research designs for qualitative approach are
ethnographic, phenomenological, narrative, case study and grounded theory
research (Cresswell, 2007) while research designs for the quantitative approach
can be classified according to whether they are experimental or non-experimental
(Leedy, 1997).

This research project is ethnographic because it focused on describing and
interpreting the cultural-sharing group. The study is non-experimental because
data were collected in the natural setting where events occur. This implies that in
non-experimental research the researcher cannot manipulate independent
variables. This means that the researcher studies things as they naturally occur
rather than studying them in the laboratory (Johnson & Christensen, 2004). A
descriptive survey method was used as well because the data collection methods
include observations, interviews and questionnaires. This, however, implies that
the mixed methods design was applied because both ethnographic (qualitative)
design and non-experimental (quantitative) designs were used. The three research
approaches are discussed below.

4.3.3 Research paradigm

There are various definitions of a paradigm. The following definitions are found.
According to Leedy (1997), the term “paradigm’ is used to refer to a set or cluster
of commonly-held beliefs or values within the research or scientific community
about a field of study. The beliefs shape or dictate how the researcher should go
about carrying out a scientific study. This includes what they should focus on,
what methods to use and how the researcher should interpret the results.

Denzin and Lincoln (2011:91) define a paradigm as “a set of beliefs that guide
action.” According to Denzin and Lincoln (2011) a paradigm includes four major
beliefs that will guide a research action. These are axiology (ethics) which is
about the role of values in the research process; epistemology which states that

there is a relationship between the researcher and what is learnt in a research
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process; ontology which asks about the nature of reality; and methodology which

focuses on the procedures the researcher will follow to answer research questions.

According to Neuman (2006), a paradigm refers to a general organizing
framework for theory and research that includes basic assumptions, key issues,
models of quality research, and methods for seeking answers.

Paradigms that are commonly used include the analytical-empirical paradigm,
interpretive-hermeneutic paradigm and the critical theory paradigm. The three

paradigms are summarised in the table below:

Table 4.1: Summary of research paradigms (Guba & Lincoln, 1994)

Characteristic Analytical-empirical | Interpretive- Critical theory
paradigm hermeneutic paradigm
paradigm
Ontology One truth exists Specific, Constructed | Historical reality,
reality; many truths | reality shaped by
and realities social, political,
cultural, economic
and other factors
Epistemology Objectivist; findings | Subjectivist; created | Subjectivist; value
are true; findings are | findings; mediated findings; No
generalised No generalisations generalisations
Methodology Quantitative; Qualitative; Qualitative
deductive; Inductive; interviews; | Inductive; interviews;
Experimental; observations; observations;
verification of | documents documents
hypothesis;  surveys;
questionnaires

Analytic-empirical paradigm arose from positivism and it is based on the belief
that there are rigid, logical rules, and measurement of the truth. The main idea of
this paradigm is that the cause and effect of the phenomenon is real and can
explain the world; research is context free; there is no relationship between the
participants and the researcher; uses statistical analysis; and generalises from the

specific data.

Interpretive-hermeneutic paradigm is associated more with constructivism. This
paradigm seeks to understand the phenomenon, rather than generalise; believes

the world is contextual; participants are observed in their natural settings; realities
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are many and embedded as social phenomena; theory and practice are interactive;

no generalisations.

Critical theory paradigm aims to reveal the truth which underlies the enterprise or
the hidden agenda. The world is therefore contextual and influenced by social,
political, cultural, economic and other factors.

Due to the complex nature of the study, the mixed methods paradigm is used.
There was no single paradigm that could satisfy all the required aspects of this
study. The rationale for using this mixed methods paradigm is to collect deep, rich
data that will enable us to solve the problem. It relates to the recognition of
multiple perspectives that help in triangulating information and conclusions about

the complex phenomenon under study.
4.3.4  Research approach

The research approach informs the reader how data were collected and explains
the method that was used to process it (Leedy, 2001). In other words, the research
approach and methodology are likely to be the same. There are two research
approaches that determine the direction followed by the research study. These
approaches include qualitative and quantitative research approaches. Because
there is a paradigm war that exists in scientific research, there is a third approach,
the mixed methods approach, which developed to close the gap between
qualitative and quantitative research approaches. The three research approaches

are discussed in details below.
4.3.4.1 Qualitative approach

Qualitative research is a primary research in which the researcher collects first-
hand information directly from the participants (Miles & Huberman, 1994).
Cresswell (1994) states that qualitative research deals with how people make
sense of their experiences and how they view the world. In a qualitative study,
research design includes all the processes of the research from the first stage until
the last one (Cresswell, 1994). According to Cresswell (1994), the qualitative

104



research design is flexible, unique and evolves throughout the research process.
As a result there are no fixed steps that should be followed since qualitative
research relies on the collection of non-numerical data, such as words and pictures
(Johnson & Christensen, 2000). This methodology relates to methods of research
that seek to describe and analyse the culture and behaviour of groups of people
(Saville-Troike, 1989).

According to Dornyei (2007:24), “qualitative research involves data collection
procedures that result primarily in open-ended, non-numerical data which is then
analysed primarily by non-statistical methods”. Doérnyei (2007) further states that
qualitative research takes place in a natural setting where events occur practically.
It also focuses the perspectives of individuals in a situation being studied; as a
result it involves interviews where participants share their experiences of the
situation. Another characteristic of qualitative research is that it uses a very small
sample size for the data to be manageable and it also focuses on the in-depth

Cases.

Authors such as Cresswell (2007) as well as Babbie and Mouton (2001:272)
summarise the characteristics of the qualitative research approach as explorative,

descriptive and contextual. These characteristics are discussed briefly below.
Explorative

One of the characteristics of qualitative research design is that it is explorative.
The main aim of explorative study is to gain new insight about what is being
studied (Cresswell, 2007). According to Cresswell (2007), qualitative research is
done when a researcher wants to examine the problem carefully rather than using
predetermined information from the literature or from other scholars. The
problem needs to be understood in detail and that is the reason why this research
is done in a natural setting where events take place. This study investigated how
multilingual education is implemented in the different schools studied and

proposes a suitable model for the South African schools’ context.
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The study engaged in a semi-structured interview and observations to elicit
information about the experiences of educators and learners in the selected

schools.
Descriptive

According to Babbie and Mouton (2001), descriptive research describes situations
and events. It implies that the representing reality of participants should be clearly
described. This focuses on a description of participants’ experiences and
perspectives of the research phenomenon. This should be backed up by evidence
in the gathered data. It is also important in this study to describe the experiences
of learners and educators in classes composing of learners with similar or
different home languages. Based on the experiences, a model to implement MLE
in South African primary schools under investigation will be proposed. The type
of research questions asked in Chapter 1 indicates that the study describes,

defines, measures and clarifies the phenomenon under investigation.
Contextual

According to Babbie and Mouton (2001), the contextual nature of qualitative
research is based on the preference of qualitative researchers because they want to
understand the events, actions and processes in their context instead of
generalizing. The research is also contextual because it is important to
contextualise the findings. In this study the findings are understood within the
context of learners in primary schools, more especially the grade 4 learners of the
Limpopo Province who are mainly introduced to languages other than their home

language and/or their educators’ home languages.

Qualitative methodology has both advantages and disadvantages. The advantages
of this methodology include that the presence of the researcher in the field makes
the findings valid because the researcher understands some behaviour by being
there. The researcher is able to get more detailed information because follow-ups
may be done where a response is not clear. Dornyei (2007) states the following as

advantages of qualitative research: the exploratory nature of this approach; the
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ability to make sense of highly complex situations; the ability to answer ‘why’
questions; the ability to broaden understanding because it is descriptive;
longitudinal examination of a dynamic phenomenon; flexibility when things go
wrong and rich material for the research report. Qualitative methodology also uses
a wide range of data collection instruments such as interviews, observations as
well as document analysis, and the analysis is simple because the data are

descriptive.

This methodology also has disadvantages in that the presence of the researcher in
the field may influence the results because the participants may change their
behaviour if they are aware of what the researcher actually needs. Another
disadvantage is that this methodology is time consuming and expensive because
the researcher has to spend some time in the field (Bogdan & Biklen, 1992).
Another disadvantage is that if the researcher is careless one can collect data that
are more than one can manage. If data are more, it may be difficult to codify and
analyse. Dérnyei (2007) mentions the following disadvantages: the small sample
size makes it difficult to apply the findings to another situation; the ability of the
researcher to analyse data and ability to avoid biases; lack of methodological
rigour; too complex or too narrow theories; and time consuming and labour-

intensive. To overcome this difficulty more structured questions are asked.

Notwithstanding the aforementioned limitations, the qualitative research approach

was suitable in this study because:

e It aimed to explore phenomena within a specific context or in its natural
setting, which was a school in this case. It is not easy, if not impossible, to
separate an event from the context in which it happens.

e It helps to understand the setting in which events occur. This was
accomplished through observations and interviews that take place in
schools.

e |t uses an inductive form of reasoning by originating concepts, insights
and understanding within patterns in the study.

e It derives interpretation from the participants’ perspectives.
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e |t seeks a complex understanding of a phenomenon, which was established
by interviewing participants and relating their stories with what had been
read in the literature.

e Observations are determined by data, richness of settings and are used to
accelerate insight.

e Data are to be collected through interviews, questionnaires, document
analysis and observations to ensure validity of the research findings.

e Data is displayed in the form of quotes from documents, observation notes
and interview transcripts.

e It does not allow fixed steps to be adhered to and cannot be precisely
replicated.

e It ensures internal validity.

e The researcher is the key instrument of data collection (Johnstone, 2000).

e It helps to limit the effects of the shortcomings of quantitative research.
(De Vos, 2000& Cresswell, 1994).
4.3.4.2 Quantitative approach

Quantitative research establishes statistically significant conclusions about a
population by studying a representative sample of the population. According to
Dornyei (2007:24), “quantitative research involves data collection procedures that
result primarily in numerical data which is then analysed primarily by statistical

methods”.

The quantitative approach has the following general characteristics: data are
numerical, where tables and graphs are mostly used to explain the trends of the
findings because of prior categorisation; the questionnaire is the main instrument
used for data collection (Babbie & Mouton, 2001). A quantitative study is centred
on the study of variables rather than cases or individuals. This implies that the
main aim of the quantitative approach is to identify the relationship between
variables (Dornyei, 2007). Dornyei (2007) states that quantitative data are

analysed statistically which range from calculating averages and using
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standardized procedures to assess objective reality. This implies that there are
procedures followed to ensure reliability and validity of the data collected. All of
the above mentioned characteristics of quantitative study such as numerical data,
variables, standardized procedures, and statistical analysis make the study

generalizable.

Quantitative research has advantages and disadvantages. According to Dornyei
(2007), quantitative research is more systematic, rigorous, focused and involves
precise measurement and produces reliable data. Dornyei (2007) further states
that it saves time and money because data can be collected without physically
going to the site. Many participants can be reached within a short period of time,
and there is less chance for researchers to influence the behaviour of the
participants. Data can also be analysed by using statistical computer software

which saves time.

The disadvantages of quantitative research are that working with averages and
generalizing the results does not do justice to the individuals. This study
employed a mixed methods approach to overcome the shortcomings of both

qualitative and quantitative research approaches.
4.3.4.3 Mixed methods approach and triangulation

This section focuses on explaining the mixed methods approach and how it relates
to triangulation. Various scholars define the mixed methods approach differently.
Onwuegbuzie and Leech (2006) describe mixed methods research as an approach
that involves collecting, analysing, and interpreting quantitative and qualitative
data in a single study or in a series of studies that investigate the same underlying
phenomenon. According to Ddrnyei (2007:24), “Mixed methods research
involves different combinations of qualitative and quantitative research either at
the data collection or at the analysis level”.

Dornyei (2007) concurs with Cresswell (2003) by defining mixed methods
research as an approach which collects both quantitative data and qualitative data

and which is geared towards answering “pragmatic knowledge claims”.
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According to Cresswell (2003), the need to use mixed methods is influenced by
the relationships between the data sets needed. Cresswell and Clark (2007) further
state that there are several reasons for using mixed methods research such as (a)
triangulation - quantitative and qualitative data are collected simultaneously to
complement each other and emphasis is given to a particular approach. Cresswell
(2003:218) refers to this approach as “concurrent nested strategy”. According to
Cresswell (2003), this approach helps in that qualitative data provide meaning to
quantitative data and that participants receive complete attention. This approach
also ensures that the research data are compatible. (b) Embedded - the need for
qualitative data to refine quantitative data or vice-versa. In this case a sequential
explanatory strategy is used. This implies that qualitative data may be collected
first and quantitative data later to refine qualitative data, or vice-versa. (c)
Explanatory — secondary data investigate elements of the primary data. The main
purpose of this type of study is to explain previously identified phenomenon. (d)
Exploratory — the study is derived from the primary study and it is sequential.
Data are collected by using one method and analysed separately and from that

some question may emerge and be addressed by using another set of data.

In addition to Cresswell (2003), Onwuegbuzie and Leech (2006) as well as
Johnson and Onwuegbuzie (2004) identify five general purposes of using mixed-
methods research, namely, (a) Triangulation (i.e., seeking convergence and
corroboration of findings from different methods that study the same
phenomenon); (b) complementary (i.e., seeking elaboration, illustration,
enhancement, and clarification of the results from one method with the results
from the other method); (c) initiation (i.e., discovering paradoxes and
contradictions that lead to a re-framing of the research question/questions); (d)
development (i.e., using the results from one method to help inform the other
method); (e) expansion (i.e., seeking to expand the breadth and range of the

investigation by using different methods for different inquiry components).
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As discussed above, one major reason for using mixing methods is triangulation.
Mouton and Marais (1988) argue that the term ‘triangulation’ refers mainly to the
use of multiple methods of data collection with a view to increasing reliability of
data and not necessarily a combination of qualitative and quantitative approaches.
Triangulation is not simply the ad hoc combination of qualitative and quantitative
methods; it is the planned mixing of methods at a pre-determined stage of the
research (Andrew & Halcomb , 2009). It is often presented as a means of

addressing the differences of the qualitative and quantitative approaches.

Hammell (2002) distinguishes between four ways in which triangulation can be
undertaken:

e It includes data triangulation. (i.e., using a variety of sources in a study).
This involves collecting different types of data from different people about
a phenomenon.

e Another way is methodological triangulation. This involves triangulation
by using multiple methods of collecting data, for example, using
interviews, observations, document analysis and others in the same study.
This method will encourage more reflexive analysis of data.

e Theory triangulation (i.e., the use of multiple perspectives and theories to
interpret the results of a study). This implies that triangulation may also be
undertaken Dby using various theories or by employing different
perspectives to discover different ways of thinking.

e Investigator triangulation. Triangulation may be undertaken by using
many researchers or peer review in order to produce different

perspectives.

Babbie and Mouton (2001:275) explain the advantages of triangulation methods
as a way to overcome deficiencies that may flow from one method and one
investigator. Secondly, multiple types of data enhance the validity of the findings.
In addition to the above-mentioned advantages of triangulation, Jonson et al.
(2007) state the following advantages: (a) it allows a researcher to be more

confident of her/his results; (b) it stimulates the development of creative ways of
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collecting data; (c) it can lead to thicker, richer data; (d) it can lead to synthesis or
integration of theories; (e) it can uncover contradictions, and (f) by virtue of its
comprehensiveness, it may serve as a litmus test for competing theories. It is used
to test the consistency of findings through different approaches. When using this

approach it is necessary to balance the strengths and limitations of each approach.

Notwithstanding the advantages of the mixed methods approach, it also has
disadvantages. The main disadvantage of the mixed methods approach is the lack
of training and the limited skills of the researchers to use this approach (Dornyei,
2007). As a result it may increase problems rather than eliminating them.

In this study the mixed methods approach was used because different types of
data were collected by using a variety of data collection instruments such as
observation of a phenomenon in a natural setting, interviews, questionnaires and
document analysis. Qualitative and quantitative data collection methods were
used concurrently for corroboration and validation of findings. Data integration
was done at the interpretation stage. This implies that data collected from
questionnaires, interviews, observations and documents were analysed separately
and integrated at the interpretation stage. The main purpose of using this
methodology was to validate the findings and also to enhance and strengthen the

results.
4.4 Sampling and participants

De Vos (2000:191) asserts that a sample is “a small portion of the total set of
objects, events or persons which together comprise the subject of our study”.
According to Rasinger (2008), a sample is a subset of the population from which
the researcher selects to be participants in one’s study. Sampling is very important

because it is not often practical to study an entire population.

Rasinger (2008:112) further defines sampling as a process of selecting a portion
of the population in the research area, “which will be a representation of the
whole population”. If the sample is not representative no general observations

about the population can be made from studying the sample.
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This implies that the sample should be representative of the population and should

allow for generalisation.
4.4.1  Sampling techniques

Leedy (1997) argues that the sample should be selected carefully in such a way
that the researcher is able to identify the characteristics of the represented
population from the sample. There are different sampling techniques that one may
use in the study. The selection of sampling method is determined by the types and
the depth of data that the researcher needs. According to Teddlie and Yu (2007),
there are probability techniques which are normally used in a quantitative study
and non-probability sampling techniques which are usually used in a qualitative

study. There are also random and non-random sampling techniques.
Probability sampling

In a probability sampling the researcher can identify and specify the sample that
will represent the population (Blaxter et al, 2001). The segments of the
population are selected randomly. This is the best method used to try to avoid bias
in a sample. The sampling method ensures that each member in a population has
as much chance as any other person of being selected to take part in the study.
Blaxter et al (2001) further argue that the probability sampling technique is
suitable when the researcher knows the population in question. According to
Blaxter et al (2001), probability sampling includes simple random sampling
(selection of participants is done at random), systematic sampling (selection is
done for every number of cases), stratified sampling (sampling is done within
groups of the population), cluster sampling (involves surveying the whole cluster
of the population that is in turn sampled at random), and stage sampling (sampling

clusters that are sampled at random).
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Non-probability sampling

Non-probability sampling is used when the researcher lacks a sampling
framework for the population in question and when probability is not taken to be
essential (Blaxter et al., 2001). According to Blaxter et al. (2001:163), non-
probability sampling techniques include convenience sampling (sampling only the
most convenient participants; no attempts to control bias because the researcher
takes participants as they enter the scene), voluntary sampling (self-selected
sample), quota sampling (convenience sample within groups of the population;
participants are selected in the same ratio as they are found in the general
population), purposive sampling (selecting interesting units or cases based on a
specific purpose), dimensional sampling (multidimensional quota sampling), and

snowball sampling (building up a sample through informants).

In this study non-probability sampling techniques were used. The sample of this
study comprises of Grade 5 learners, teachers, principals, parents and
departmental officials of selected primary schools of Pietersburg Circuit in
Capricorn District of the Limpopo Province. All Grade 5 learners of the involved
school were selected. Even though the grade was chosen purposefully, the
learners who participate in class were selected on a voluntary basis. Parents of
learners and learners had to consent to participate or withdraw whenever they felt
like withdrawing. By using this technique we ensured that every Grade 5 learner

had an equal chance of being selected to participate in the research.

Furthermore, the purposive sampling technique was used to select teachers,
principals, parents and departmental officials. This study used purposive sampling
to ensure the gathering of relevant data and for the trustworthiness of the research.
Purposive sampling ensures that only the most suitable participants for the
research are interviewed. The reason for using this technique is that the researcher
was interested only in teachers who teach Grade 5 because they were exposed to
the situation involving learners in the grade in question. Principals were required

to supply information about their schools in general.
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e Schools were selected according to the category in which they fall, e.g. ex-
Model C, ex-DET, and new schools (those which existed only after the
1994 elections);

e Learners and educators were selected from primary schools in the circuit;

e School governing body (SGB) member who represents parents of learners
at school; and

e The Departmental official (circuit manager) from the circuit under

investigation was also interviewed.

4.4.2 Sample size

According to Patton (1990), the sample should be large enough to accommodate
credibility, given the purpose of evaluation, but small enough to allow for
adequate depth and detail for each case in the study. This point is further
illustrated by Rasinger (2008) who points out that the sample has to be large
enough to correctly represent the population. To avoid bias the sample should
represent all groups. In this study the population includes principals, teachers,
learners, School Governing Bodies (SGBs), and departmental officials in the

Pietersburg Circuit.

The sample was drawn from the selected primary schools in six out of 20 primary
schools in the circuit. In each school the research involved the school principal,
the chairperson of the School Governing Body (SGB), at least three teachers of
Grade 5, one departmental official; preferably the circuit manager and all Grade 5
learners where possible. 466 Grade 5 learners participated in the study. The
reasons for having this number of learners include ensuring the representativeness
of the sample and also ensuring that the data were manageable (Babbie, 1990).
The participants were selected irrespective of gender and age. Each learner had a
chance of participating in the study (if the parent agreed) to avoid bias (Blaxter et
al., 2001).
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4.5 Data gathering instruments

This section focuses on the selection of tools that were used to collect the required
type of data according to the research methodology followed. As discussed in the
earlier section, this study followed both qualitative and quantitative approaches.
Several instruments were used to collect data in order to make sure that almost all
issues were covered in this study. Data were, therefore, collected by using various
instruments, namely questionnaires, interviews, observations and document

analysis.

45.1 Interviews

According to Burns and Grove (1997), an interview involves verbal
communication between the researcher and the respondent during which
information is provided to the researcher. This implies that in interviews the
interviewer asks questions and the interviewee responds to the questions either
telephonically or face-to-face. Interviews can be unstructured, semi-structured or
structured. According to Nunan (1992), in unstructured interviews, questions are
based on the response of an interviewee. In other words, there is no predetermined
set of questions or agenda. Nunan (1992) argues that in semi-structured
interviews, on the other hand, the interviewer has a general idea of what s/he
wants to get at the end of an interview, but does not use any agenda. In structured
interviews the researcher brings in a list of questions to the interview which will

be asked in that order.
Bailey (1994:174) identifies the following as advantages of interviews:

e Flexibility — where the interviewer can probe for more answers instead of
just asking what was originally intended to.

e Control over the environment — the interviewer can assure the participants
of privacy. In other words, the researcher can always adjust the interview
environment.

e The response rate is always high because the researcher is instantaneously

recording responses with an audio-recorder.
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e Researchers can use more complex questions, which would otherwise not
be used in administered questionnaires.

e Completeness of questions is guaranteed. The research can always make
sure that all the questions are answered.

e Interviewing provides the researcher with the chance to find out from the

people those things that cannot be directly observed.

Despite the advantages mentioned above, there are also disadvantages of this data
collection procedure, such as that interviews are time consuming, costly and
difficult to administer, more especially for those who did not receive any training
(Seliger & Shohamy, 1989). In addition to these disadvantages there might be
personal biases and questions may be directed to a different way of responding to
a question. To overcome the weaknesses of this instrument, | selected the district
and circuit that were more convenient to save travelling costs and time. The
duration for the interviews was also minimised to avoid embarrassing
interviewees because of their schedule. The number of interviewees per school
was also minimised. To avoid the impact of untrained interviewers, | managed to
discuss the interview schedule and the techniques that are necessary in interviews
with my supervisor. The interview schedule was also piloted before it was used in

this study.

In this study a set of questions was asked in the interviews with respective
participants. Some face-to-face interviews were held with teachers, parents and
principals. Individual face-to-face interviews were held with the above-mentioned
participants to get their opinions about the implementation of MLE in primary
schools and their experiences of how this policy is implemented in their schools.
These individual face-to-face interviews also strengthened the issue of

confidentiality.

The interviews were semi-structured and flexible to cater for the emerging
themes. This implies that not only lists of predetermined questions were used
because other questions were added as new themes emerged. This means that an

interview schedule was used to keep track of the important topics in the research.
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The interviewees were also given a one-page bio-demographic profile to
complete. The interviews were also interactive and sensitive to language concepts
used by participants. As a result questions were rephrased and expanded. Some of
the questions in this study were open-ended and allowed the participants an
opportunity to structure the answer in any of several dimensions (as suggested by
Kruger, 1994).

The interviews were held with respective interviewees in the following manner:

Teachers

Grade 5 teachers were interviewed at their respective schools. Interviews were
conducted in English. Individual face-to-face interviews were used with three
teachers in each school except in schools where there were fewer than three
teachers. Teachers were also given a one-page bio-demographic profile form to
complete. Interviews took 30 to 45 minutes. The interview questions focused on
the use of language in school and the problems that both learners as well as
educators experience in schools. The interviews were conducted also to find out if
there were some programmes used by the schools to implement language policies

in order to boost the learner performance at schools.
Parents (members of the School Governing Body)

Parents were also involved in face-to-face interviews as interviews were
conducted with at least one member of the School Governing Body in each school
who was also allowed to choose a venue for the interviews. The interviews were
conducted in areas which were quiet. The interviews lasted for 30 to 45 minutes
and they were conducted in either English or Sepedi where necessary. Home
language was used to clarify the questions for parents where they needed clarity.
This encouraged the answering of questions as parents’ representatives were able
to answer all questions. Questions were based on the issue of formulating school
language policy which was aligned with LIEP and the implementation of the

resultant policy.
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Principals

Principals were interviewed at their schools. English was used as the medium of
communication in the interviews where the home language of the interviewee was
different from that of an interviewer. English was also chosen for transcription
ease and saving money for translation. Interviews with each principal took
approximately 60 minutes. Principals were requested to provide the interviewer
with a snap survey to check the numbers of home language speakers and the
number of learners enrolled for the different languages at the school. Questions
generally revolved around the issue of the language used as LoLT, language as a

subject, as well as language policy availability and its awareness.
Departmental official

The departmental official in this study refers to a circuit manager. The circuit
manager for the circuit under investigation was interviewed. The interview took
place at the circuit manager’s office where the interview took approximately 20
minutes. The questions for the circuit manager were based on the issue of
language use, language subjects, and schools’ language policy awareness. This
was to check if circuit managers were aware of the school language policies that
are at schools; whether the language policies are in line with the Language-in-
Education policy which was pronounced in July 1997 and whether the school

language policies are effective or not.

Before engaging in any interviews, the purpose and the nature of the interviews
were explained to the interviewees. The interviewees were also allowed to ask
questions for clarity. In each interview session it was explained how the data were
going to be used. The interviewees were also told that all interviews were audio-
taped, transcribed and stored in a locked locker of the researcher for safety
purposes. The interviewees were further informed that they had permission to
access the data after the completion of the study. At the end the interviewees were
assured that the data were going to be treated with confidentiality. Details are

discussed in the section on ethical considerations.
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45.2. Observations

Observation is one of the procedures normally used to collect data in a qualitative
study (Seliger & Shohamy, 1989). Seliger and Shohamy (1989) state that this is a
measuring instrument used to measure truthfulness and honesty. The researcher
usually observes a number of behaviours taking place in interviews and in the
classroom or even outside the classroom. The main use of observation in the study
is to examine a phenomenon while it is occurring. In this study, aspects that need
to be observed were pre-determined in order to avoid collecting data that is not
useful for the study (see Appendix A). But the emerging aspects were also

allowed for inclusion in the study.

According to Seliger and Shohamy (1989), the researcher may observe events as a
participant observer, who becomes part of the observed situation, or a non-
participant observer, who records all behaviours taking place as an outsider.
During participant observation an observer becomes part of the participants while
observing the situation. In non-participant observation the researcher sits back as
an outsider and records what he or she is observing. In this study the researcher is
non-participant because this investigation is done only for study purposes and the

researcher is an outsider.

During the observation process, the observer recorded by writing field notes as
well as audio recording lesson presentations. According to Bogdan and Biklen
(1992), field notes are notations generally made to document observations during
an interview. Bogdan and Biklen (1992) further state that field notes should
indicate or express what researchers see, think or experience. Observational notes
or field notes entail description of events experienced through watching and
listening during interviews and lesson offerings. They answer questions such as

who, what, where and how of a situation (Bogdan & Biklen, 1992).

Observations have advantages because they allow the study of behaviour at close
range which may help in realising contextual variables that are present in a

situation. According to Seliger and Shohamy (1989), this may also become a
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disadvantage if the closeness leads to biases which may affect the results. Another
disadvantage of this data collection instrument is that the presence of the observer
may change the behaviour of the observed subjects. Observations took place
before any questionnaire or interview was conducted to avoid the influence that
interview questions or questionnaires may have on participants. Both outside and
inside the classroom learners’ and teachers’ behaviour was observed. Teachers
were observed as they were teaching in class. An observation sheet was used to
control the data needed and to guard against collecting unnecessary data.

453 Questionnaires

Bailey (1987) defines a questionnaire as a list of questions to be answered by the
survey participants. Bailey (1987) further states that a questionnaire is a self-
administered instrument where a respondent is left to fill it in alone as opposed to
an interview where the researcher talks to the participants. In addition to Bailey,
Johnson and Christensen (2004:164) define a questionnaire as “a self-report data-
collection instrument that each research participant fills out as part of a research
study”. This implies that the participants respond to the questionnaire in their own

time without being helped by the researcher.

This approach had the advantage that most learners could be reached within a
very short period of time (Chiwome & Thondhlana, 1992). Questionnaires are
advantageous because they are able to reveal beyond the physical reach of the
researcher. By completing the questionnaire, the participants may tell what the
researcher is unable to note (Leedy, 1993). This implies that the participants may
reveal what the researcher did not expect, more especially if the questions are
open-ended.

Another advantage is that it is easy to fill in answers because in most cases more
options are given, and that the data are easier to compare as they are more
uniform (Robinson, 1996). Robinson (1996) states that questionnaires are less
expensive to administer because they can be given to a large number of

participants at a time. This implies that questionnaires save time and money for
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transport to the venue as in the case of interviews, and then the researcher may
either send questionnaires to the participants by post or email. Lastly, the data are
more reliable because questionnaires are given to the participants at the same
time. This ensures that participants do not discuss and influence each other’s
responses. In this study some questions had alternatives to choose from, whereas

some have spaces to fill in answers.

The disadvantage of this method is that not all questionnaires may be returned to
the researcher (Chiwome & Thondhlana, 1992) more especially with mailed
questionnaires. This may affect the validity of the results. Another problem with
questionnaires is that they are not appropriate for a respondent who cannot read
and write because they may not understand and respond to the questions correctly
(Seliger & Shohamy, 1989). In this study it was realised that due to learners’ age,
it would be inappropriate to let the learners respond to the questionnaires on their
own without being monitored to return all questionnaires and assist them with

answering or understanding some difficult questions.

Structuring of a questionnaire is also a relevant issue. As Bailey (1994) points out,

some of the pitfalls in constructing a questionnaire include:

e Using double-barrelled questions. Bailey (1994) and Jonhson and
Christensen (2004) double-barrelled questions combine two or more issues
in a single question. Double-barrelled questions lead to participants
misunderstanding the questions or answering only one of the two
questions.

e Ambiguous questions lead to misunderstanding and therefore erroneous
answers, for example using different words for the same meaning.
Consistence in using a term/word is important for eliciting the same kind
of response.

e Using abstract questions rather than factual questions. The questions in the
questionnaire should refer to concrete and specific matters rather than

being abstract.
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e Biasing the question by using leading words. A leading question is the
“one that is phrased in such a way that it suggests a certain answer”.
(Jonhson & Christensen, 2004:167).

e Questions dealing with sensitive issues should be worded correctly to

avoid challenging the participant’s immediate feelings.

It is important, therefore, that questionnaires are well formulated. Questionnaires
may be formulated in two ways, namely open-ended questions where participants
decide what to say, how to say it and also give reasons for their choice, and closed
questions where participants choose from a list of options determined by the
researcher to avoid the pitfalls such as that of dealing with unnecessary
information and ambiguous questions (Nunan, 1992). For the two types of
questioning see the attached questionnaires (Annexure B). According to Nunan
(1992), it is easier to respond to and analyse closed questions than open-ended
questions, but one usually gets useful information from open-ended questions. An
advantage of closed questions is that the responses can easily be quantified and
analysed whereas open questions are difficult to quantify. To avoid any biases and
pitfalls that may arise from questionnaires, in this study, questionnaires were

formulated and piloted before using them in an actual study.
4.5.3.1 Learners’ questionnaires

The learners’ questionnaires were divided into two sections. The first section is
about the personal details of the learners and the second section deals with
language usage. Many questions had predetermined answers where learners chose
the relevant answer. But some of the questions were open-ended. In this survey
the questionnaires for learners were returned on the same day that they were
distributed in different schools. Learners were not allowed to take the
questionnaires home to ensure that all questionnaires were returned. Language
problems were addressed immediately and all questionnaires were filled in by
learners themselves. These aspects helped to guard the validity of the findings.
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4.5.3.2 Teachers’ questionnaires

Teachers were interviewed. An interview schedule was used. The first section
(Section A) of the interview schedule was about the teachers’ profile. The second
section (Section B) was about language usage by both teachers and learners at
school. This implies that teachers started by filling in a questionnaire and later

responded to interview questions.
4.5.3.3 Principals’ questionnaires

Principals were also given questionnaires. The questionnaires were designed to
solicit statistical information about the schools. The information requested was

also related to language usage.
45.4  Document analysis

This involves collecting data from documents and other related materials, the
content of which may not have been acquired through other data collection
techniques. The contents are, therefore, reviewed and analysed by using content
analysis. Analysis of school language policy documents was used to get the
information that might not be accessible during interviews (Denzin & Lincoln
1998). In this study each school was requested to provide the school language
policy to check if it was available and whether it was formulated according to the
Language-in-Education policy of 1997. The information from school language
policies was compared with the outcomes of the interviews, observations and
questionnaires. The information checked included the LoLT, language subjects
and language policy developers who signed the policy documents and if policies
accommodate all learners at school.

4.6 Data presentation

This section deals with the organisation or arrangement of data sets in an
interpretable form. This is sometimes referred to as a graphic representation of
data. Data is therefore displayed in tables to make it simple to interpret. The

method used to display or present data also depends on the type of data collected.
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Data collected by questionnaires, interviews, observations and documents were

displayed accordingly.

Quotations were used to display data from documents such as school language
policies and interview transcriptions whereas tables were used for displaying data

from the questionnaires.

4.7 Data analysis and interpretation

This section focuses on the methods or strategies used to analyse the type of data
gathered. According to Cresswell (1994), data analysis is a process of organising
and interpreting the data. In other words, data analysis involves manipulating data
in order to generate information from it. This implies that data analysis means
making sense of text or image data. Data interpretation refers to a stage in a
research process where the researcher makes sense of the data collected. The
researcher attempts to bring it all together by relating data to other variables and
to the theory or hypothesis he/she wants to prove. This implies that in a research
process data are collected, manipulated and interpreted to answer the questions
that the researcher asked.

Seliger and Shohamy (1989:201) define data analysis as a process of “sifting,
organizing, summarizing, and synthesizing the data so as to arrive at the results
and conclusions of the research”. Seliger and Shohamy (1989) further argue that,
like data collection, there are various techniques that are used for analysing data.
According to Seliger and Shohamy (1989), the selection of the specific data
analysis technique depends on the nature of the research problem, the research
design chosen and the nature of the data collected. Considering the above
argument made by Seliger and Shohamy (1989), techniques for analysing
qualitative data and those utilized for analysing quantitative data differ. The main
reason for this difference is that quantitative data is basically numerical and this
leads to the use of statistics. Qualitative data is mainly non-numerical and can be

analysed using qualitative data analysis techniques.
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According to Onwuegbuzie and Leech (2006), data analysis in mixed methods
research can either be parallel, concurrent or sequential. This is because in mixed
methods research we have two types of data, namely, qualitative and quantitative
data.

4.7.1 Parallel mixed analysis

Onwuegbuzie and Leech (2006) state that in parallel mixed analysis the following
conditions apply: (a) both qualitative and quantitative data analysis are done
separately, (b) neither type of analysis builds on the other during analysis stage,
and (c) the results from the two types of data are neither compared nor
consolidated. This implies that qualitative data are analysed qualitatively and
guantitative data are analysed quantitatively. The two data sets are integrated in

the interpretation stage of the research (Onwuegbuzie & Leech, 2006).
4.7.2  Concurrent mixed analysis

According to Onwuegbuzie and Leech (2006), in concurrent mixed analysis
integration is done in the data analysis stage. The two data sets, namely
qualitative and quantitative data, are collected at the same time and analysis is
done after all data have been collected. This type of data analysis can be used
when analysing quantitative data qualitatively or analysing qualitative data

quantitatively.
4.7.3  Sequential mixed analysis

Onwuegbuzie and Leech (2006) state that in sequential mixed analysis data
analysis is done in phases. They further state that one type of data is collected and
analysed and then followed by another type of data collection and data analysis.
Quantitative data analysis can be done first and qualitative data analysis later on
the same type of data or vice-versa. Qualitative data analysis can be done first and
inform the subsequent quantitative analysis, or quantitative data analysis can be

done to inform subsequent qualitative data analysis.
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In this study parallel mixed analysis was used because both qualitative and
quantitative data were analysed separately. Questionnaire data, interviews data,
observation data and document analysis were analysed separately. The data
analysis findings were integrated at the interpretation stage. Data analysis

commenced as soon as the data collection had been completed.
Analysing documents

Documents (schools’ language policies) were read in conjunction with the
Language-in-Education policy (1997) to relate their contents. When reading the
documents issues that can be dealt with in comparison analysis were identified.
Comparative analysis involves comparing incidents as they emerge from the
documents under study (Strauss & Corbin, 1990). The school language policy
documents were compared with the Language-in-Education policy of the
Department of Education. In these documents the following things were noted:
LoLTs, language subjects, people who signed those documents, contents of the
documents, the underlying assumptions, the target audience for each document,
the date on which each document was signed, and the intertextuality of

documents.
Analysing questionnaires

A guantitative data analysis technique was used to analyse the specific data from
the questionnaires. Analysis made use of simple descriptive statistics such as
proportions or numerical counts (frequencies where possible), and percentages
since not too many figures were used in this study (Johnson, 2013). Learners’ and
principals’ questionnaires were analysed by using the quantitative data analysis
techniques. This enabled an environment to make comparisons between different

types of schools represented in this research.
Analysing interviews

In this study thematic data analysis was applied. Interview responses were
transcribed and then read repeatedly (three to four times) to get the sense of the
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whole data and come up with themes that emerged from the data. Following the
argument made by Johnson and Christensen (2000) that qualitative data analysis
involves segmenting, coding, compiling a list and enumerations, interview
transcriptions were read and the data were divided into themes (segmenting). This
means that segments were grouped together. This also means that a list of all
topics deriving from transcriptions was compiled. Similar topics were grouped
together and arranged into major topics. The segmented data were then classified
under the category names or symbols (coding). All categories that were developed

were listed and enumerated (frequency noting) in order to make a decision.
Analysing observation data

Data from observations were compared by using Miles and Huherman’s (1994)
suggestions for coding qualitative data. | identified and categorised all the
observations as per the observation sheet. Data were also quantified. This means
that questions such as how often a case happens in all schools or how many
schools use English most often were asked during the analysis.

All data gathered for the purpose of this study were approached and analysed in
light of Cummins’s theory on transitional bilingual education (1978), bilingual
implementation models (Skutnabb-Kangas & Garcia, 1995) and language
management theory in order to propose a model that may be relevant for the
South African or any other multilingual situation.

4.8 Ethical considerations

Collecting data from people raises ethical concerns. Ethical consideration is a way
to guide a researcher to be able to decide on a method of reconciling conflicting
values in a research process (Johnson and Christensen, 2000). Ethical
consideration is the most important and crucial part more especially when the
research is done in a formal institution such as a school. Ethical measures ensure
that data is collected without infringing on the rights of the participants. In the
preliminary stage, | got permission to conduct research in the sampled schools

from the Limpopo Province Department of Education. This was followed by a

128



request to the circuit manager of the sampled circuit which was then followed by
a request to the principals of the sampled schools. The need to seek permission
before entering a site (a school) was never ignored. In the letter to ask permission,
the purpose of the study was highlighted.

The participation in the study depended on the willingness of the participants.
This implies that the participant chose either to participate or not. The following
rights were considered in this study when dealing with the participants (Seliger &
Shohamy, 1989):

e The right of participants to privacy;
e The right of participants to remain anonymous;
e The right of participants to confidentiality; and

e The right of participants to expect the researcher to be responsible.

These rights were respected throughout the study by letting the participants and
parents or guardians of minors to sign consent forms before taking part in the
research. It was ensured that the participants were protected from any harm,
discomfort, or danger that might arise as a result of participating in this study to
eliminate embarrassment. Accordingly, participants were allowed to withdraw at
any stage from taking part in this research. All participants were furnished with
the aims as well as the objectives of the study and also their rights to participate in
the study, such as the right to privacy, to withdraw from the study and to remain
anonymous before part-taking. The privacy of the investigation was not
compromised in any way. Participants were also assured that the information
obtained during interviews would be treated with confidentiality. All participants
were informed of the use of a voice recorder. Average results were used to ensure
anonymity instead of displaying findings for individuals. All participants were

treated with respect irrespective of their age and gender.
4.9 Reliability and validity

Reliability and validity are criteria used to evaluate the quality of the research

study. Reliability is the ability of separate researchers to come up with similar
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conclusions using the same design or participants in a study whereas validity
refers to the ability of an instrument to measure what it is supposed to measure
(Leedy, 1993). This implies that if an instrument is used repeatedly on the same
object, it would always produce the same results. According to Lincoln and Guba
(1985), there can be no validity without reliability. As a result, a demonstration of
validity is sufficient to establish reliability. To ensure reliability, questionnaires
were administered and face-to-face interviews were conducted to assist

participants where they needed clarity.

Lincoln and Guba (1985) further argue that validity is ensured by using strategies
for trustworthiness which include strategies such as credibility, transferability,

dependability and confirmability to ensure the trustworthiness of the research.
Credibility (Truth value)

Credibility informs a reader about the extent to which a researcher has a basis for
confidence in presented findings. According to Lincoln and Guba (1985), the
study is credible when it presents accurate descriptions and interpretations of
human experiences that can also be recognised by others. Lincoln and Guba
(1985) recommend the following set of activities to improve credibility of the
results in a research project: prolonged engagement in the field, persistent
observation, triangulation (the use of several data collection techniques), negative
case analysis, checking interpretations against the raw data, peer debriefing, and
member checking. In this study, credibility or truth value was ensured by
conducting a pilot study that equipped me as a researcher with the necessary
information about fieldwork. I also designed the data collection and data analysis
procedures to ensure credibility of the results. Furthermore, a peer debriefing
process was involved by the usage of experienced researchers such as my
supervisor to reduce the impact of using a single researcher. Furthermore, | used a
voice recorder to capture interviews and the literature review was also conducted

to link the findings with the previous research.

130



Confirmability (neutrality)

Confirmability (neutrality) refers to the extent to which the findings are shaped by
the participants rather than the researcher who may be biased or interested (Kairuz
et al, 2007). Furthermore, Lincoln and Guba (1985) state that the way the
researcher describes the characteristics should be confirmed by other people who
review the results. Neutrality was ensured by selecting an expert, including my
promoter, to look into all instruments such as the questionnaires, the interview
schedule, and the observation sheet, the recordings before implementing them and
the standard of the research in general. | have also kept safe the voice recordings,
transcriptions and field notes taken during the observations for future reference.
Confirmability is, therefore, determined by checking whether there is coherence
within the research products, such as the data, findings, interpretations and

recommendations.
Dependability (Consistency)

According to Lincoln and Guba (1985), consistency refers to whether the findings
would be consistent if the study were replicated in the same context. | used
triangulation to check consistency. | have also kept safe the detailed
documentation of the data processing procedures to enable future researchers to
make their own judgements on the results of this study. After the identification of
criteria and coding, my supervisor also verified the results.

Transferability (Applicability)

Transferability (Applicability) refers to the degree to which the findings of the
study can be applied to other contexts and settings or even with other groups
(Lincoln & Guba, 1985). This implies that the research findings were used to
check if they can have implications for other settings beyond the one included in
this research or not. Transferability was made possible in this study by a detailed
documentation of data collected in schools. The documents such as
questionnaires, observation notes, interview transcripts and audio-records are

safely locked away in the institution to allow other users to make judgements of
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whether this can be transferred to the whole population or other situational
contexts. The results from the learners, teachers, principals and the SGB
chairpersons from different settings (schools) in this study were integrated. This
integration helped in identifying common things that may be also found in other

settings or in the whole population from which the sample was drawn.
410  Conclusion

This chapter focused on the research design that guided the choice of the data
collection methods and the research methodology for the study. The chapter
started with the description of the research setting in which investigations were
done. The differences between research methodology, research methods, research
design, paradigm and research approach were given. All qualitative, quantitative

and mixed methods approaches were explained in detail.

The use of various data gathering instruments such as observations, interviews
and questionnaires was presented in this chapter. Procedures on how the use of
observations, interviews and questionnaires would ensure reliability and validity
of the research findings were also presented. Procedures of data collection were
justified by the detailed description of the sampling techniques and the sample

size of the participants in this study.

Different data analysis strategies were discussed. These include parallel mixed
analysis, concurrent mixed analysis and sequential mixed analysis. In this study,
parallel mixed analysis was chosen and the analysis of documents, questionnaires,

interviews and observation data were discussed.

The chapter also highlighted issues of reliability and validity. Guba’s model of
trustworthiness was discussed. This includes credibility, dependability,
confirmability and transferability. Finally, ethical concerns used when collecting

data were also discussed.

The next chapter focuses on data analysis and presentation.
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CHAPTER 5
DATA PRESENTATION

5.1 Introduction

This chapter presents empirical data collected in six primary schools in the
Pietersburg Circuit of the Capricorn District in the Limpopo Province. The
schools were selected according to types for comparison and each two represent a
particular type, namely, ex-Model C, ex-DET and new schools. Independent
schools were not included in this research as the study focuses on public schools
only. These types of schools are explained in the sections below. The data were
gathered from documents such as schools’ language policies and by using
instruments such as questionnaires, interviews and observations. The data were
gathered from the departmental official, principals, parents, teachers and learners.
The data is presented according to the type of school. Schools A and B represent
ex-Model C schools, C and D represent ex-DET schools and E and F represent
new schools. The use of letters A to F ensures anonymity.

Results from questionnaires and interviews are presented in table format where
possible to allow comparison. The interviews and questionnaires data are
presented as raw as possible with no corrections to errors made by the
participants. The reason for not correcting mistakes made by participants is to

ensure that the meanings of the responses do not change.

Although this study is mainly qualitative, some quantifiable aspects were included

to allow semi-triangulation.

The chapter begins by providing the data from the circuit manager and later

provides the data from schools.

133



The following concepts are important for understanding the data:

Mother tongue: the language that the learner has acquired in his early ages and

becomes his natural instrument of thought and communication (DBE, 2010).

Home language: the language that is spoken most frequently at home by a leaner
(DBE, 2010).

Language level: the level of proficiency at which the language subject is offered

at school (e.g. home language, first additional language, etc.) (DBE, 2010).
5.2 Data from departmental official (circuit manager)

This section deals with the questionnaire data and interview response from the
departmental official at the circuit office. The questions asked are based on the
information related to all primary schools in the circuit to get a general picture of

the primary schools in this circuit.
SECTION A: CIRCUIT PROFILE
The departmental official provided the following profile:

The circuit had 20 public primary schools. Schools include seven (7) ex-Model C,
ten (8) ex-DET, five (5) new schools and two other schools. Table 5.1 below

shows the types of public primary schools that are found in the Pietersburg circuit.

Table 5.1:  Number of primary schools in the Pietersburg circuit

Types Number
Ex-DET 8
Ex-Model C 7

Other 2

New schools 3
TOTAL 20
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Table 5.2 below aims to establish the number of schools dominated by certain

languages to investigate the linguistic diversity of the circuit.

Table 5.2:  Schools per dominant languages

Language Number Type of schools
Afrikaans 2 Ex-Model C

English 3 Ex-Model C

Sepedi 12 Ex-DET & new schools
Other (both Afrikaans and English) 3 Ex-Model C

Table 5.3 below indicates the number of schools according to the languages they
teach as subjects. The numbers of schools are repeated if they offer many

languages.

Table 5.3:  Schools per languages as subjects

Language Number Type of school

Afrikaans 4 Ex-Model C, Ex- DET

English 20 Ex-Model C, Ex-DET, & new schools
Sepedi 11 Ex-Model C, Ex-DET & new schools
Tshivenda 2 Ex-Model C & new school

Xitsonga 2 Ex-Model C & new school

SECTION B: INTERVIEW

This section displays the circuit manager’s responses to questions revolving
around the implementation of the language policies by schools as well as the

personal perception about the issue of LoLT.
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Table 5.4;

Interview responses from the departmental official

Interview questions

Response

Do the schools have language policies?

So far, as | know, they all have language policies.
Schools have just congested their policies as one
document which is a school policy, but they all have
language policies.

Who formulated language policies at
schools?

Language policies have been formulated by the SGBs,
parents included, and educators included with the
guidance of the principals.

What LoLT(s) do parents prefer?

In the city so far parents prefer English as language of
learning and teaching. Majority of the parents prefer
English and we see this through applications to a
number of schools. We never questioned why do
parents prefer English to be the language of learning
and teaching

What is their view about the current
language situation?

We never interviewed them about this but we have seen
their preference.

How do you ensure that parents know
about the new LIiEP and their rights?

This has been cascaded to schools through the
principals. And principals communicate the
information to the SGBs and the SGBs pass it to the
parents in the parents meetings.

What is your view concerning the new
language policy?

The new language policy is a policy which is good, but
the unfortunate part of it is that somewhere is difficult
to implement it fully due to the fact that we sometimes
do not have educators in other languages. Second one
is that sometimes the staff establishment determines the
number of educators at school, now would find that we
have a staff establishment which would refer to have
20 educators and amongst the educators which this
prefer are already accommodated. They cannot exceed
the number to accommodate other languages. So that
is where we have a technicality which is a challenge in
almost all schools. So that is why in some instances
they will cut the number of languages based on the
available number of posts.

So the language policy is based on
multilingual education. They want the
schools to implement multilingual
education. What do you see happening
in schools? Do they really implement
multilingual education or what is
happening?

In schools where parents preferred English only, they
go for English and you would find other languages as
subjects. But now there are instances where parents
would prefer the school with dual or more than one or
two languages. Now that is where they are
accommodating it. Currently we have school where
learners are being taught in Afrikaans as well as in
English and Sepedi. Unfortunately we still have a
situation where some principals would not prefer to
accommodate all of the three languages which is a
challenge that we are busy addressing.

From the above interview the departmental official agrees that all schools have

language policies and that the policies are formulated by SGBs. He acknowledges

that many parents prefer English medium whereas some prefer dual medium
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schools although they do not usually ask them why they like it. The departmental
official further indicated the challenge that the schools sometimes have about
implementing LIEP because of lack of teachers in the languages in question as
well as the principals who are not willing to accommodate other languages.
According to him, there are some schools that have already introduced three

languages.

53 Data from schools

This section deals with the presentation of data from all three types of schools.
5.3.1 Data from ex-Model C schools

This section focuses on the presentation of data from ex-Model C schools. Ex-
Model C schools in this study refer to schools which were previously known to be
Model C during the apartheid government. They were dominated by white people
and most of them were found in towns or cities. Most of these schools are now
mixed as a number of black learners as well other racial groups have joined these

schools in a new democratic South Africa.
5.3.1.1 Data from School A

This section aims to present data from School A. The data from documents,
parents, the principal, teachers and learners are presented separately. Tables are

used to present different types of data where possible.
School A profile

This section provides the data from the principal’s questionnaire. This
questionnaire was divided into two sections, the first section being the school’s
profile and the second section was about language usage at the school. HL in this
study represents Home language, whereas FAL represents First Additional
Language and SGB stands for the School Governing Body. Table 5.5 below
presents principal’s response to the questionnaire,
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Table 5.5:

Principal’s response to the questionnaire in School A

Schools’ profile

Type of school Ex-Model C
Quintile 5
Enrolment 1129
Number of educators 41
Number of classes per grade

R 1 2 3 4 5 6 7

2 4 4 4 4 4 4 4
Grade enrolment per home language
Language | R 1 2 3 4 5 6 7 Total
Afrikaans | - 21 33 37 38 29 33 27 218
English 5 - - - - - - - 5
Sepedi 48 104 101 88 102 97 97 98 735
Setswana 1 - - - - - - - 1
Tshivenda | 6 11 10 17 7 12 9 10 82
Xitsonga 6 17 13 7 6 12 12 15 88
Total 66 153 157 149 153 150 151 150 1129
Language of learning and teaching per grade
Language | R 1 2 3 4 5 6 7
English 66 153 157 149 153 150 151 150 1129
Preferred language of learning and teaching per grade
Language | R 1 2 3 4 5 6 7
English 66 153 157 149 153 150 151 150 1129
Number of teaching staff per home language
Afrikaans | English | IsiNdebele Sepedi Tshivenda Xitsonga
16 5 2 15 1 1 41
Language subject and level per grade
Language | R 1 2 3 4 5 6 7
Afrikaans | - FAL FAL | FAL FAL FAL | FAL | FAL
English HL HL HL HL HL HL HL HL
Sepedi - FAL FAL | FAL FAL FAL | FAL | FAL
Tshivenda | - FAL FAL | FAL FAL FAL | FAL | FAL
Xitsonga - FAL FAL | FAL FAL FAL | FAL | FAL

In this school, in all grades learners take English Home Language and all other

languages as First or Second Additional Languages. Home language in this school

refers to the language of the school. This does not necessarily refer to mother

tongue or first language (L1) of learners. In Grade 1 they all do three languages,

namely English Home Language, Afrikaans First Additional Language and one of

Sepedi, Tshivenda or Xitsonga Second Additional Language. The principal

indicated that there are 500 schools in South Africa that were piloting the teaching

of three languages in Grade 1 in 2014. This school is one of them. From Grade 2

to 7 they all do English Home Language and one between Afrikaans, Sepedi,
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Tshivenda or Xitsonga at First Additional Language level. It means that they
choose one and English Home Language is compulsory. During periods for

choice languages every learner will go to the relevant class.
Data from document of School A

This section displays data from the school language policy. The school has a
language subject policy. It is titled: Subject Policy for Languages. This is the only
document that was found tackling the language issue at the school. The policy
starts by stating the aims of teaching language as subject. In its introduction it

states that:

The teaching of a language presents a greater challenge to a teacher than any
other subject of the curriculum. “To speak of children’s language is to speak of
their lives at home and at school, at once mirrored in language and in no small

way managed and shaped by it.”

As stated in the policy document, the main aims of the policy are detailed as

follows:

e To encourage fluent and confident self-expression in speech and writing;

e To develop the child’s power to express himself in an intelligible form,
suited to the requirements of a particular situation;

e To cultivate the habitat of intelligent listening;

e To acquire the ability to read with understanding, to read thoughtfully and
critically,

e To form lasting reading habits and enable the child to understand
literature and interpret the experience and ideas of others through his

exploration of factual and imaginative literature.

According to this policy the aims mentioned above apply to all languages taught
at school. There is a specific section in the policy which explains the teaching of
English in Senior Primary classes. It states that the teaching of English is divided
into the following:
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e Listening and speaking activities,
e Reading activities,
e Supportive skills,

e Written skills.

Data from learners in School A

This section focuses on how participating Grade 5 learners use language at this
school. It includes the learners’ mother tongue or first language, the language

teachers use to teach in the classroom as well as the languages that learners use

outside the classroom.

Table 5.6 below illustrates the language usage by learners who took part in the
study from School A. Learners were given questionnaires to complete. Learners
were not involved in interviews. Learners were asked to tick the most appropriate
language that they use in different domains. The eleven official languages of
South Africa were listed in the questionnaire. Learners were also given the option
‘other’, to write the language of their choice if it was not included in the list.
Questions are changed to statements for the purpose of presenting all the
information in the same table. Not all languages that were included in the
questionnaire are included in the table. Only languages that were selected by

learners are included.

Table 5.6:  Learners’ response in School A

g z | €|
N — o (@)
12 2|5 |€£|8/2|5 |5 |=
s 2|8 |g |38 |82|5 |28 |5 |5
Statements < | W 2 |3 13 |k X 10 |E
Language spoken at home 5 16 3 69 |2 2 6 7 1 111
Language used to teach - 111 | - - - - -- - - 111
Language that learners want | 3 94 - 7 - 2 2 2 111
teachers to use
Language used by teachers - 108 | - 2 - 1 - - - 111
when speaking to learners
outside the classroom
Language used when writing | - 111 | - - - - - - - 111
tasks
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According to the data provided in Table 5.6 above, learners in Grade 5 use

English in the majority of functions rather than other languages such as in class

with the teacher, when writing and outside the classroom with teachers or fellow

learners. But only 16 learners use English at home.

Table 5.7 below illustrates reasons given by learners for preferring some

languages over others.

Table 5.7:  Reasons for language preferences in School A

Languages
Reasons English | Afrikaans Sepedi | Tshivenda Xitsonga | Total
| understand or | want to | 68 2 7 - 2 79
understand
I like the language 11 - - 13
It is my home language 2 - 6 10
It is spoken by many - - - - 7
people
No reason 1 1 - - - 2
Total 89 3 13 2 4 111

Data from teachers’ interviews of School A

The purpose of this section is to present data from teachers’ interviews. In this

school three Grade 5 teachers were interviewed individually and their responses

are as follows:

Table 5.8:  School A teachers’ interviews

Interview guestion Teacher 1 Teacher 2 Teacher 3

Do you have a school | Yes Yes Yes

language policy at

your school?

What  does  your | English English Home language which
school language for our school is
policy say concerning English

LoLT?

Is LoLT a home | For some yes, but for | Not all of them | No, our learners have

language of learners?

some no.

because with some of
them you might find
that they are
Afrikaans  speaking
child, so that child

different home
languages. We have
got Portuguese

speaking children, we
have got Zulu speaking
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will be able to have
an Afrikaans as a
First Additional
Language but English
is compulsory.

children, we have
Tsonga speaking,
Venda, Sepedi and
also sometimes
Afrikaans speaking

learners. So English is
not a home language

for most of the
learners.
Are learners | When  coming to | I can yes. Yes.
experiencing teaching they can | Our African children, | I am the English
problems with regard | understand but when | they use to speak | teacher, | have found
to LoLT? If yes, what | they have to write that | Sepedi a whole time | that they have
kinds of problems? is where they have | but when they go to | problems with
barriers, but I don’t | classes; when we give | pronunciation,
think it can be | them something like | intonation, emphasis
because of English | group  work it’s | of words, spelling,
because they | difficult for them to | reading, listening,

understand. It
becomes a difficult
thing when you give a
learner a question
paper to work on it
becomes a problem.

conduct the group
work thing or the
discussion group in
English, they will
even mix some of the
words, the Sepedi
words, the Venda
words or even Tsonga
words.

those are the things
they have trouble with

Do you have any
programme to help
learners with
difficulties in LoLT? If
yes, what kind of
programmes do you
have?

Yes, we do have
Maxima, and teachers
who do remedial
classes. We have
extra classes to help
those with barriers

we have a lot of
practice; lots of extra
reading, extra

listening and so forth,
and of course a lot of
remedial when it
comes to grammar,
especially spelling.

Yes we do, we are
trying to give them
easy books to read we
give them some
vocabulary words. We
are trying to assist
them with English and
Afrikaans  meanings
they can pick up.

Is there  enough
learning material in
the LoLT?

I try to resource as
much learning
material from the
internet, from
magazines, from
other books, from
various textbooks.

We do have learning
material.

With material | can
say they are enough
because we have story
books, and enough
textbooks.

How do you
experience teaching
and learning in the
LoLT?

For me is good, I
enjoy it because the
children mostly who

are enrolled from
Grade R are
introduced to this

language at an early
age. When they come
to Grade 1 it

continues until the
Grade 5. Like | said
spoken language |

can give them an A

I don’t think it’s a
problem, to them |
think, it might be a
challenge but they are
forced to learn in
English because our
school is an English
medium. There s
nothing we can
change and say they
can start learning in
Sepedi or Venda, it
won’t work.

Many, many learners
here are used to speak
English talking around
the school yard they
understand English
very well and they
communicate clearly.
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class but when it
comes to writing that
is where they
experience a barrier.

The teachers in the table above acknowledged that the school has a language
policy which states that English is the LoLT and that English is not the home
language or mother tongue for the majority of learners in the school. Teachers
further showed that the majority of learners in this school are experiencing
problems because they can understand the language but when it comes to using it
for various activities it becomes a problem. The only programme that is common
among all teachers to address learners’ difficulties is remedial classes. Otherwise
an individual teacher comes up with his/her own strategy for surviving in his or

her difficult situation.
Data from parents’ representative (SGB member)

This section presents data from an SGB member, a parent component in School
A. The interview schedule contained seven questions which were open-ended.
The questions allowed the participants to elaborate. Table 5.9 below shows how

the SGB member responded to the interview questions.

Table 5.9: Interview’s responses from parents’ representative in School A

Interview questions

Parent

Do you have a language policy
at your school?

| am sure there is. The fact that | know that inside the school the
kids will speak English, but inside the Sepedi class my daughter
said they are speaking Sepedi. So medium of instruction is
definitely English but in terms of there are different vernacular
classes, for instance there is Sepedi class, Xitsonga class,
Tshivenda and Afrikaans class. So inside those classes | know
that they are supposed to speak the language of the period.

What is your language of
learning and teaching
according to your school

language policy?

English. The school is originally an English medium school. |
think the school was historically an English medium school. It
is an old school that has always been an English Medium
school.

What language of learning and
teaching do you prefer?

I still prefer English. There must be vernacular still for our
small children, especially in terms of foundation we need to
instil the vernacular. | think small children must still learn the
home language; the vernacular first for understanding their
“vocal” first. Then afterwards they can progress into the
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second language which is English and/or Afrikaans.

How is that policy formulated?

I don’t have an idea, how they came about it because we have
just joined the school about 3 years ago.

Are there any
concerning LoLT?

problems

| don’t see it. I am referring to my children; | am also referring
to like my colleagues’ children, my friends’ children in the
school. | don’t think so. I think we just have to encourage our
kids to learn other languages except their mother tongue as
well, they must also learn other languages as well like if you
were born moPedi try learn other languages like Tshivenda
and/or Xitsonga because may be this is the only time that you
can ever have the opportunity to learn those languages; For me
is about that, that if you wants to grow your language library at
least learn other languages except your home language and
English. May be the opportunity is that when they are at school
when they are with their friends can try speak those languages.
But | don’t see any other problem, | mean some peoples’ kids
like as home language they speak Xitsonga, they still speak
Sepedi as well and then they speak English as well, my youngest
she speak Afrikaans, Sepedi and English, so it just depends how
do we receive the language and how do we think the language
can help the kids. I really think it is dependent on how as a
person, individual parent feels about it.

At what level are they doing
English at school?

At our school, because my little one started up at grade R class,
and she went to grade 1 at the school and she started doing
English as first language because our school is an English
medium school. So she started doing English at grade 1 then
obviously and which was in the form of literacy and the then
she did numeracy obviously which was also done in English.
Then in grade 2 she did English, but she had interest of with
Afrikaans, then you can’t choose more than two languages, then
she was doing Sepedi in grade 1 and in grade 2 she did Sepedi,
then she said she wants to do Afrikaans in Grade 3 so we moved
her to the Afrikaans class because we only have one like
English is a first language and the other languages is classified
as a second language. So your Sepedi is still classified as your
second language and your Afrikaans is a second language and
Xitsonga everything. Unlike the schools that we used to go to. |
mean | went to school first language was Setswana cause |
grew up in Bophuthatswana then 1| will do English and
Afrikaans as a second language and third language. | wish kids
could still do three languages for me even if is not Afrikaans it
could be like the third language because | really think it will
help and build a lot of creativity in their minds. Language will
keep them a bit enticed. Some subjects are a bit boring
especially if the child cannot grasp easily. So but if there is like
if they can do at least this 3 languages and in your matric level
and you need another two courses for you get your pass in
terms of your matric, your university entrance, because that is
how easy it was for us then.

What is  your  general
experience about the language
situation at school?

I think the kids are comfortable with the English language,
because of different cultures. Some kids they only speak like for
instance my kids we only speak Sepedi as home. So we don’t ...
my husband and | do not know any other language except
Sepedi, so you found that the other kids they are coming from
Venda family, so they can only speak Tshivenda, so their
common language which is common among them as friends is
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English. Then it’s easy, the instruction when they issue one
instruction everyone understands it. | mean you see it in sport,
you see it everywhere. One instruction you talk to 1, 2, 3, 4, 5
kids from five different families with five different languages
and the instruction is taken in. But if you are going to start,
otherwise you must start by remembering gore | must speak
Sepedi to Thato, to Xihlenge | will speak in Tsonga and to
Godani | will speak in Venda. Then is a bit mh... then you have
been unfair if you speak Sepedi fela, because that child might
not understand you and sometime especially us in Polokwane
we tend to speak Sepedi before any other language and other
kids are not included.

The parent in Table 5.9 above supports the promotion of multilingualism by
emphasising the inclusion of at least three languages in the curriculum. However,
the parent still prefers English to be LoLT and also claimed that learners work
well with English. About how the SGB chose English as LoLT, the parent
indicated that they never discussed that because it was a historical issue and that

they joined the SGB only three years back.
Observation data of School A

An observation sheet was used as a guide to ensure that only relevant data were
collected. Notes were taken in the classroom as educators were teaching and also
outside the classroom. The researcher was able to identify the following:

Table 5.10: Observation results from School A

Criteria Findings

School environment The school is located in Polokwane City.
Subjects observed Natural Sciences and Mathematics
Language(s) used by the teacher to teach English

Learners’ understanding of the lesson Yes, learners understood the lesson.

Indicators of learners’ understanding Learners were able to follow instructions and

respond to questions in the same language.

Language(s) spoken by learners outside the | They mix languages. They speak Sepedi with
classroom some learners and English with others.

Language(s) spoken by learners and teachers in | English
the classroom

Language(s) spoken by teachers and other staff | Africans speak Sepedi when speaking to other
members around the school African teachers but English with white
teachers
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In the observation it was noticed that teachers teach in English and learners seem

to understand the lesson because they were able to answer questions and follow

the teacher’s instructions. Outside the classroom teachers and learners change

languages when they talk to each other.

Data from the principal of School A

This part focuses on the presentation of data from the principal of School A’s

interview. The presentation is done by using a table.

Table 5.11 below displays the results from principal’s interview.

Table 5.11: Principal’s interview from School A

Interview response from the principal

Do you have a school language policy?

Yes

What is LoLT according to your school
language policy?

We are an English medium school.

Who formulated the school language | SGB, when a new SGB comes in it reviews the
policy? policies and then give inputs about it.
Do learners experience any learning | Yes. Because they are taught in a language that is

problems? If yes, what kind of problems
do they experience?

not their mother tongue, so the vocabulary is not
very good. They have a problem with understanding,
sometimes when you ask a question.

Do you have any programme to help those
with difficulties? If yes, what kind of
programmes do you have?

Yes. We have remedial classes two days a week for
two hours a day for Foundation Phase. We have two
remedial teachers.

Do you have enough learning material in
LoLT?

Yes. Enough for English.

Do you have enough teachers to teach in
the LOLT?

Yes

How do you experience learning and
teaching in LoLT?

Learning and teaching is happening at school, it is
just that with any organization you find that there
are people who are hard workers and want to
achieve and those who doesn’t want to achieve. It is
not so important with them and that is the same with
us too. We really have those who work hard and
those who don’t have passion for it.

How do you experience learning and
teaching in the LoLT?

| know that the child has the right to choose the
language he wants to be taught and I still think
mother tongue will be the best to teach in. In our
school we have a disadvantage; teachers and
children can’t express themselves properly in those
languages.
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The principal’s interview was used as a follow-up on the data collected from
learners, teachers and parents. The principal indicated that the LoLT for the
school is English and that the SGB was responsible for formulating the policy.
She further indicated that teachers encounter problems in the classroom because
the LoLT is not a mother tongue for the majority of learners. According to the
principal, the problem with mother tongue is that learners and teachers cannot

express themselves well in that language.
5.3.1.2 Data from School B

This section aims to present data from School B, a former Model C type of
school. The data from observations, documents, parents, principal, teachers and

learners are presented separately. Tables are also used to present some of the data.
School B profile

Table 5.12 illustrates the principal’s response from School B. This presentation

displays responses for the questionnaire.

Table 5.12: Principal’s response to questionnaire in School B

Schools’ profile

Type Ex-Model C
Quintile 5
Enrolment 444
Number of educators 13
Number of Classes per grade

R 1 2 3 4 5 6 7

2 2 3 3 2 2 2 2
Number of learners per grade per language
Language R 1 2 3 4 5 6 7 Total
Afrikaans - 3 11 10 8 9 11 23 75
English 4 8 5 9 2 5 5 7 45
IsiNdebele | 1 - - 1 - - 1 - 3
IsiXhosa 2 - 1 1 2 - 1 1 8
IsiZulu - - 3 - - - 1 - 4
Sepedi 27 38 50 32 18 29 27 25 246
Sesotho - 3 - 1 2 - - - 6
Setswana 2 - 2 - 1 1 - 1 8
SiSwati 1 - - 1 - - - - 2
Tshivenda | 2 4 3 2 - 1 1 - 13
Xitsonga 7 5 3 5 7 2 - 5 34
Total 46 61 78 62 40 48 47 62 444
Language of learning and teaching per grade
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Language R 1 2 3 4 5 6 7
Afrikaans 13 13 20 20 15 22 11 23 137
English 33 48 58 42 25 26 36 39 307
Total 46 61 78 62 40 48 47 62 444
Preferred language of learning and teaching per grade
Language R 1 2 3 4 5 6 7
Afrikaans 13 13 20 20 15 22 11 23 137
English 33 48 58 42 25 26 36 39 307
Total 46 61 78 62 40 48 47 62 444
Number of teaching staff per home language
Afrikaans | 13
Language subject and level per grade
Language R 1 2 3 4 5 6 7
Afrikaans HL | HL HL HL HL HL HL HL

FAL | FAL | FAL | FAL | FAL | FAL
English HL | HL HL HL HL HL HL HL

FAL | FAL | FAL | FAL | FAL | FAL | FAL

Learners from Grade R to 3 learn English as a Home Language, but in Grades 4 to
7 there are those who study English as Home Language and Afrikaans as First
Additional Language. Again, there are also Afrikaans Home Language and
English First Additional Language for Afrikaans speaking learners. There are
learners who are taught through Afrikaans and some in English. The school is a

parallel medium school.
Data from documents for School B

The school had policy document which was written in Afrikaans and then
translated into English. The policy quoted the South African Schools Act of 1996
and the Language-in-Education policy which was announced on 14 July 1997.
The following objectives of the language policy were mentioned in the document:

e Promoting multilingualism, which includes the development of all
languages and thereby promoting the full participation of every individual
in the society and the promotion of communication across all borders.

e Keeping the home language(s), while at the same time access to and use of
other languages is made possible.

e To fulfil the right of the learner to choose the language in which he/she

wants to be taught.
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To support the notion that teaching and learning of all languages is made
possible.
To counter the approach of the different forms of inequality that existed

between home languages and languages of teaching and learning.

The policy document also outlined the right and the position of learners with

regard to the language policy. The responsibility of both the governing body and

the Department of Education was outlined. Section 2.5 of the policy illustrates

how languages as subjects in the school are accommodated. The following

guidelines apply:

In all grades, all learners will have their language of learning and
teaching, plus at least one additional approved language as a subject.

The presentations of languages will receive the equal allocation of time
and resources.

The level of knowledge and ability in a language for promotion is
determined by the Provincial Education Department.

Grades 1 to 4 promotion is based on performance in one language and
mathematics.

Grades 5 to 7 must pass one language.

The policy document concludes by identifying the following important aspects of

the policy but to ensure anonymity the name of the school is changed to School B.

School B recognizes the right of access of learners to basic education and
access to the school.

School B recognizes the right of access of the individual and that
discrimination regarding language is not allowed.

The Governing Body of School B, in accordance with the legal provisions,
decided that English would be the language of teaching and Afrikaans the
First Additional Language for Grade R to 7. Afrikaans would also be the

language of learning and teaching and English the First Additional
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Language for Grade 4 to 7 — Afrikaans learners (Home Language) as

agreed upon by the governing body.

There are learners who will learn all subjects in English and those who will learn

in Afrikaans.

Data from learners in School B

Learners’ responses from questionnaire are displayed in the tables below.
Findings are displayed per question. Twenty-one Grade 5 learners from School B

agreed to participate in the research. All of them returned questionnaires.

Table 5.13: Learners’ responses in School B

s | B

G 3 = 5 | £ § 0C>J % _
Statements T_? @ U;) ] 3 Iz é g g

i} 2 |5 | S| | d |- |X |
Language spoken at home 3 1 1 7 3 1 1 4 21
Language used to teach 21 - - - - - - - 21
Language that learners want | 19 - - 2 - - - - 21
teachers to use
Language used by teachers when | 21 - - - - - - - 21
speaking to learners outside the
classroom
Language used when writing tasks | 21 - - - - - - - 21

The data presented in Table 5.13 above show that learners in this grade speak
different languages but they use English in the classroom and when they speak to

their teachers.

The following table presents data about reasons why learners want their teachers

to use a certain language when they teach them.
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Table 5.14: Reasons for language preferences in School B

Language
Reasons English | Sepedi | Total
I understand or | want to understand. 16 1 17
| like the language. 3 - 3
It is my home language - 1 1
No reason - - 0
Total 19 2 21

The data in this table (5.14) indicates that 19 learners prefer English as they claim

that they understand the language.

Data from teachers in School B

Table 5.15 below illustrates responses from teachers’ interviews in School B.

Table 5.15: Teachers’ interview responses in School B

Interview questions Teacher 1 Teacher 2 Teacher 3
Do you have a school | Yes, we do have school | Yes Yes
language policy at | language policy
your school?
What does your school | It says that the learner | If they speak Afrikaans | The medium is
language policy say | must be enrolled in a | at home then the first | Afrikaans and
concerning LoLT? class that fits his home | language at school is | English

language. So student is | Afrikaans, if they speak

not allowed to be in | English then the first

Afrikaans class if he | language will be

speaks English at | English. And they will

home. be taught in those

languages.

Who formulated your | SGB The SGB with the | The School
school language department Governing  Body
policy? and the principal.
Is/are the LoLT(s) the | Yes. No, we have | Yes My Afrikaans is a
home language(s) of | children with lots of home  language
learners? languages, but here we and second

only have English and Afrikaans  First

Afrikaans available. So additional

even if they speak language

Sepedi they only take
English as a home
language and
Afrikaans as  first
additional language.
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Are learners | No, not at all. Some do. Sometimes | No  they are
experiencing problems they  struggle  with | learning, they are
regarding LoLT? If spelling and with basic | learning a lot
yes, what kind of rules of the language.
problems?
Do you have any | We have programmes | Yes we have on | Yes Mondays
programme to help | to help sometimes they | Mondays, remedial | afternoon we have
learners with | struggle a little bit. But | teaching where we help | classes for them,
difficulties in LoLT? If | it is not a big problem, | learners  with  their | after school
yes, what kind of | but we have extra | problems.
programmes do you | classes on Mondays
have? for the children in the

subject that they are

struggling with.
Is there enough | Yes we have all | Yes I didn’t receive

learning material in
the LoLT?

material and remedial
classes

any books; I have
to make copies,

textbooks.
How do you experience | You see I’'m Afrikaans | It is good, we just | We didn’t get any
learning and teaching | speaking, but when | | experience problems | textbooks or
in the LoLT? started teaching | | with learners that only | teachers’ guides,
started in English. So | | come to school in grade | nothing. So I have
like ..., | prefer my | 4 or to grade 5 because | to make copies.
English instead of my | the background is not so
Afrikaans. But | did | good in certain

both at school here at
school, | do Afrikaans
and English. It’s nice
because you get to
know different
concepts and terms
because | teach
Mathematics in both
languages. So I like it.
I have got no problem
with  English  and
Afrikaans.

languages areas.

Teachers from School B agreed that the school has a language policy and the

LoLT is Afrikaans for some learners and English for others. Teachers

acknowledged that the LoLTs are home languages for Afrikaans and English

speaking learners and African languages speakers are marginalised. Some

teachers did not agree that learners experience some learning difficulties but one

teacher agreed to that. According to these teachers the school has a remedial class

once a week to help learners with learning problems.
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Data from the parents’ representative in School B

Table 5.16 below shows the responses of the SGB member from School B.

Table 5.16:

Interview responses from parents' representative in School B

Interview questions

Parent

Do you have a language policy
at your school?

Yes.

What is your language of
learning and teaching
according to your school

language policy?

English and Afrikaans. We are bilingual.

What language of learning and
teaching do you prefer?

I prefer English. The education system in this country is very
bad if you can compare it with that of Zimbabwe. | love Robert
Mugabe because he made it a point that every citizen in his
country able to communicate in English. Most of the people of
Zimbabwe may not be professionals but they can express
themselves well in English which we need for our children.

How is that policy formulated?

The policy is based on the South Africa’s Constitution and is
drawn by the SGB together with the principal.

Are there any
concerning LoLT?

problems

Some of the children are coming from Seshego to our school.
There are many schools at their area but they come to our
school because their parents want them to learn English.

At what level are they doing
English at school?

There are some learners who are doing English as a home
language and those who learn it as an additional language.

What is  your  general
experience about the language
situation at school?

Learners at this school are generally doing well, it is only in
lower grades where most of the learners struggle but they pick
up when they proceed to higher classes.

The parent agreed that the school has a language policy and that the LoLTs are

both Afrikaans and English. He showed that the SGB was responsible for drafting

the school language policy, but personally he prefers English to be LOLT because

each child should be able to speak English. Another reason for preferring English

is to accommodate learners from different language backgrounds. The parent does

not support the children who come from nearby townships to their school because

he believes that they do not cope well with LoLTs at this school.
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Observation data from School B

As indicated above, the researcher observed two lessons to see how language is

used in the classroom and also outside the classroom. The following were found:

Table 5.17: Observation results from School B

Criteria

Findings

School environment

The school is located just outside Polokwane
City, on the south western side

Subjects observed

Natural Sciences and Mathematics

Language(s) used by the teacher to teach

English

Learners’ understanding of the lesson

Yes, learners understood the lesson

Indicators of learners’ understanding

Learners were able to respond to questions in
the same language and they were able to follow
instructions.

Language(s) spoken by learners outside the

classroom

They mix languages: Sepedi speaking learners
speak Sepedi with some children and English
with others. Other learners speak Afrikaans
and sometimes English with fellow learners.

Language(s) spoken by learners and teachers in

the classroom

English

Language(s) spoken by teachers and other staff

members around the school

Some speak in English and others in Afrikaans.

Afrikaans and English are the most

languages.

used languages compared to African

Data from the principal in School B

Table 5.18: Principal’s interview in School B

Interview response from the principal

Do you have a school language
policy?

Yes, we do.

What is LoLT according to your
school language policy?

It is both Afrikaans and English because we are a
parallel medium school.

Who formulated the school language | SGB
policy?
Islfare  the LoLT(s) the home | Some of them are Sepedi and some of them are cultures

language(s) of learners?

and languages, but the parents prefer at this stage
English as learning and teaching language.

Do learners experience any learning
problems?

Not, they come into our school from grade R they
normally don’t struggle. But we have some previously
we tend in 2009 January we tend from grade R up to
grade 4 in once to English medium we took in parallel
medium and some of learners are coming from the rural
areas and some of the schools I think they are not up to
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the standard with the language part they did at the
schools there. But they picked up.

Do you have any programme to help | We have extra classes, everything, the computer you see
those with difficulties? in one of the questions, the computer program that assist
them to update the reading skills in Afrikaans and
English, for Afrikaans learners and for English learners.
They go for subject of learning and teaching.

Do you have enough learning material | Somewhere yes, other way no, some we do improve like

in LoLT? the computers, etc. but there is a lack of support
material or textbooks from grade R to Grade 6 with the
new CAPS

Do you have enough teachers to teach | Yes, we have enough teachers at school.
in the LoLT?

How do you experience learning and | It is on a very, very high standard really, my educators
teaching in the LoLT? both Afrikaans and English and according to the
learners are really, they are assisted in that languages
especially. They tend out in a high standard when they
go to grade 7 or high schools.

The principal of School B indicated that the school has a language policy which
states that the school is parallel medium with some learners learning through
Afrikaans and others learning through English. He admitted that some learners are
not learning through their mother tongue but indicated further that it is by their
parents’ choice. The principal acknowledged that learners encounter some
problem with the LoLT but he blamed parents who bring their children from
nearby townships to their school. According to the principal, they offer extra
lessons to learners who experience learning problems. Generally, the principal

was happy about the quality of teaching and learning at the school.
5.3.2 Data from ex-DET Schools

This section focuses on the presentation of data from ex-DET schools, namely
School C and School D. Ex-DET schools in this study refer to schools which were
previously marginalized under the apartheid government. They were dominated
by Africans and most of them were found in townships and in rural areas but in

the new dispensation these schools are now classified as public schools.
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5.3.2.1 Data from School C

This section aims to present data from School C. The data from documents,

parents, the principal, teachers and learners are presented separately. Tables are

used to present different types of data.

School C profile

This section deals with the presentation of data from the principal of School C.

Table 5.19 below displays data from principal’s questionnaire.

Table 5.19: Principal’s responses to the questionnaire in School C

School’s profile

Type Ex-DET
Quintile 3
Enrolment 1033
Number of educators 35
Number of Classes per grade

R 1 2 3 4 5 6 7

3 3 3 3 3 3 3 3
Number of learners per grade per language
Language R 1 2 3 4 5 6 7 Total
Afrikaans 37 39 40 38 33 25 30 44 286
English 9 11 7 8 4 14 10 3 66
IsiNdebele | - 1 2 - 1 - 1 - 5
IsiZulu 2 2 2 1 1 - 1 - 9
Sepedi 70 79 76 80 74 77 68 72 596
Setswana 2 1 - - - 1 - 4
Sesotho 1 2 1 3 1 1 4 2 15
SiSwati - - 1 - - - - - 1
Tshivenda |1 1 5 1 3 - - 3 14
Xitsonga 3 3 1 1 3 1 3 15
Other 9 2 1 3 4 1 2 22
languages
Total 132 142 137 135 121 121 116 129 1033
Language of learning and teaching per grade
Language R 1 2 3 4 5 6 7 Total
Afrikaans 28 26 28 32 27 22 21 27 211
English 104 116 109 103 94 99 95 102 822
Total 132 142 137 135 121 121 116 129 1033
Preferred language of learning and teaching per grade
Language R 1 2 3 4 5 6 7 Total
Afrikaans 28 26 15 11 16 17 3 14 130
English 104 116 122 124 105 104 113 115 903
Total 132 142 137 135 121 121 116 129 1033
Number of teaching staff per home language
Afrikaans English Sepedi Tshivenda Xitsonga Total
9 4 20 1 1 35
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Language subject and level per grade

Language R 1 2 3 4 5 6 7
Afrikaans HL HL HL HL HL HL HL HL
- FAL FAL | FAL FAL FAL FAL FAL
English HL HL HL HL HL HL HL HL
- FAL FAL | FAL FAL FAL FAL FAL
Sepedi HL HL HL HL FAL FAL FAL FAL

The school offers three languages. In Grade R and Grade 1 there are three classes
for the respective languages. For example, there is a class for those who learn in
Afrikaans and for those who learn in English as well as for those who learn in
Sepedi. They do all three languages at Home Language level in the two grades.
From Grade 2 to 7 there are those who do Afrikaans Home Language and English
First Additional Language or vice versa. From Grade 2 to 3 some learners learn
Sepedi Home Language and English First Additional Language and from Grade 4
to 7 Sepedi speaking learners learn English Home Language and Sepedi First
Additional Language.

Document data for School C
The school language policy contains the following:

e Our Constitution states that all eleven official languages are equal, and
they are treated equally at this institution.

e The predominant languages spoken by the majority of learners in the
school are English, Afrikaans and Sepedi.

e The languages used for learning and teaching (medium of instruction) are
English and Afrikaans in all learning Areas. N.B The school is a parallel
medium institution. Sepedi is taught as a subject.

e English is chosen as our communication medium and must therefore be
used during all official contacts i.e. staff-meetings, circulars, etc.

e The parent/guardian must choose the language of learning and teaching

upon application for admission.
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Data from learners in School C

This section shows the profile of learners who took part in the research study and

also their responses to language usage at school. A total of 110 learners from

Grade 5 at School C participated in the study.

Table 5.20 shows how learners responded to questions on language use at School

C.

Table 5.20: Learners’ responses in School C

[%] [<5)
g |c | B o £ | &

Statements g12 8|28 |€ |25 |5 |=
E|l2|z|N|g g |2 |2 |5 |8
< L L | .2 (%) N (9] X @] =

Language spoken at home 20 |23 1 2 55 |6 - - 3 110

Language used to teach 15 | 87 - - 2 1 1 - 4 110

Language that learners want | 17 78 | - - 6 1 1 - 7 110

teachers to use

Language used by teachers | 13 | 32 1 - 46 12 1 1 4 110

when speaking to learners

outside the classroom

Language used when writing | 14 | 90 | - - 4 - - - 2 110

tasks

According to the data provided by learners, English is used by many learners in
class or for formal education. Sepedi is used at home and when learners interact

with other learners.

Table 5.21 shows reasons that are given by learners for preferring teachers to use

certain languages when they teach them.
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Table 5.21: Reasons for language preferences

Language

Reasons English Afrikaans | Sepedi | Other | Total
| understand or | want to understand 39 6 4 - 49

I like the language 17 4 1 - 22

It is my home language 8 6 1 3 18
Language used by many people 10 - - - 10
No reason 4 1 - 6 11
Total 78 17 6 9 110

The table shows that 78 out of 110 prefer to be taught in English and 39 out of
this 78 claim that they understand the language or they want to understand it.

Only eight learners chose English because it is their home language.
Data from teachers of School C

The purpose of this section is to present data from teachers’ interviews. Three
teachers from School C were interviewed. The data from all three educators are
displayed in one table to make comparison simple. All teachers were asked nine
questions about language usage at school. Teachers were also requested to
provide their profile and language background in the form of a questionnaire.

Table 5.22 below shows how teachers at School C responded to the interviews.

Table 5.22: Teachers’ interview responses in School C

Teacher 1 Teacher 2 Teacher 3
Do you have a school | Yes, | believe so. Yes, we do. Ja, | think mm,
language policy at just because ‘ nna’
your school? I am not teaching
languages, I’ am

teaching science,
but as | see they
do have a
language policy.

What  does  your | The language of | We are wusing two | We are using
school language | learning and teaching is | medium of instruction | English, but in the
policy say concerning | basically Afrikaans and | which is English and | case of Afrikaans
LoLT? English. We have a | Afrikaans. speaking  people
third language, is an they are using
additional language Afrikaans. There
which is Sepedi. are different

classes here, class
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for English
learners and class
for Afrikaans
learners.
Who formulated your | I think it comes from the | | think is the SGB, | I think is the SGB,
school language | government. together with the SMT it was already
policy? there when 1 join

to this school.

Is/are LoLT(s) home | Jais the home language | Yes we are treating | Ja some of them is
language(s) of | of some learners not all | them as home | not their home
learners? of learners because we | languages because | language.
have learners from | there are those who are
different cultures and | doing Afrikaans and
different language at | they use it as their
school. medium of instruction
for the other learning
area. And there are
those who are doing
English and they are
using it as their medium
of instruction for the
other learning areas.
Are learners | Yes, some learners | Well, | think the main | No, they are not
experiencing because some of them | problem is in writing. | experiencing any
problems  regarding | are from Venda. Some | When you speak it’s | problem. As | see
LoLT? If yes, what | of them are from other | much easier than you | they understand

kind of problems?

language background
and then when they
come to our school they
are only allowed to

write. And those who
can’t write you find that
they are the one who
are having the problem.

the language.

speak  English and

Afrikaans or Sepedi.
Do you have any | We have remedial | ja we are trying a lot, | Ja, the programme
programme to help | classes to help them | we are having a teacher | is there. For those
learners with | where are taught the | who have went for those | who don’t
difficulties in LoLT? If | basics of language, the | training  for  those | understand
yes, what kind of | phonics, the sounds and | learners who are having | usually they
programmes do you | everything. problems. remain  to get

have?

more explanation
about the
language that they

don’t understand
usually after
school.

Is there  enough | No, the ones that we | | for now | can’t say it | Aa, learning

learning material in
the LoLT?

have can be improved.
Some of them we just
initiate, but if we can
get any other help we
will appreciate that.

is enough.

materials are not
so enough. That is
a problem. That
the  school is
having. There is a
shortage of
learning material.
Sometimes we
bring outside, we
bring the learning
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material from
outside may be the
things that they
can read, the
newspapers and
the magazines.
How do you | The experience that | | No, to me it’s fine. The | My general
experience learning | have is that the | problematic area is | experience is that
and teaching in the | language that the | when we are having | as | see it, many,
LoLT? teacher, the learner | learners who are not | many learners
speaks at home is not | coping and our feeling | here are used to
necessarily the | is that they must all | speak English
language  that  the | cope because if you | talking around the
learner  speaks at | send your child to | school yard they
school. And it s | school you want her or | understand

sometimes difficult for
parents to help them
with home works
because of the language
barrier. Sometimes it is
difficult for the teacher
to get to the answer
because the child starts
in grade 1. Venda child
for instance, the child
must be trained to speak
Afrikaans or English.
Then the teacher
doesn’t know that other
language that the child
comes with, and then it
makes it difficult. There
is a miscommunication.

him to be the better
citizen in the future. But
if you find that you have
send him or her to the
best school, but your
learner is not grasping
anything that is really
disappointing.

English very well
and they
communicate
clearly.

Teachers agreed that the school has a language policy and the LoLT is both

English and Afrikaans. The school is a parallel medium school. Some learners

learn through Afrikaans and some through English. The teachers further indicated

that Afrikaans and English are not home languages for the majority of learners.

These teachers acknowledged that learners experience problems with LoLTs. The

school has a remedial programme to support learners who have learning

difficulties.

Data from the parents’ representative in School C

Table 5.23 illustrates the parent’s response from School C. This presentation

displays responses from the interview questions.
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Table 5.23: Parent interview’s responses in School C

Interview questions

Parent

Do you have a language policy
at your school?

Yes

What is your language of
learning and teaching
according to your school

language policy?

Our school is bilingual. In other words we cater for both
Afrikaans speaking learners and English speaking learners, so
because of the nature of the environment in which we are
placed we are dealing with Afrikaans and English.

What language of learning and
teaching do you prefer?

With me | will prefer to communicate in English. But | am not
sure if | understand your question in terms of, later you asked
me earlier as to what language policy is at our school then I
said it is bilingual and we cater for both English and Afrikaans.

It was a combination of various stakeholders; parents were
involved in the whole process. Parents, teachers we came
together and formulate the language policy based on the
environment in which the school is situated. Remember this
area is a formerly coloured township.

How was that  policy
formulated?
Are there any problems

concerning LoLT?

Not necessarily because Afrikaans speaking learners they find
it natural for them to be able to learn in their own language. So
with English speaking learners we haven’t experience any
problem what so ever especially, perhaps the problem that we
might have experienced is for the learners who come from
different schools all together and we found from their previous
school the language was Sepedi for instance and when they
come here they are confronted with another language which is
English that also puts a problem. But all in all the majority of
our learners do very well in both languages.

At what level are they doing
English at school?

There are learners who do English as home language and as
First additional language and there are those who do Afrikaans
home language and Afrikaans first additional language. Some
learners are doing Sepedi as first additional language.

What is  your  general
experience about the language
situation at school?

They are copying, they really are. That’s why | am saying
learners who experience problems mostly are those that come
from other areas, especially rural areas schools. They really
find it a challenge. Remember as the SGB we are representing
the parents so we agreed that the medium of instruction should
be English and Afrikaans depending on the background which
the child come from.

The parent agreed that the school has a bilingual language policy which

accommodates only English and Afrikaans. The parent indicated that they don’t

have any problem with LoLT because it is a home language for Afrikaans and

English learners. The implication is that learners are learning through their home

languages even though African language speakers are excluded in such a policy.
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Observations for School C

The following were found during observation in School C:

Table 5.24: Observation for School C

Criteria

Findings

School environment

The school is located in area just west of the
City of Polokwane. The area is dominated by
coloured people.

Subjects observed

Mathematics and Natural Sciences

Language(s) used by the teachers to teach

They both used English to teach.

Learners understanding of the lesson

Learners have understood lessons.

Indicators of learners’ understanding

They were able to follow instructions and to
answer questions asked by teachers in the same
languages.

Language(s) spoken by learners outside the
classroom

Learners speak different languages such as
Afrikaans, Sepedi and English.

Language(s) spoken by learners and teachers in
the classroom

In a Mathematics class the teacher used
Afrikaans most of the time when speaking to
learners, but teaches in English. In a Natural
Science class they were speaking in Sepedi but
also taught in English.

Language(s) spoken by teachers and other staff
members around the school

Teachers used English, Sepedi and Afrikaans.

Teachers use Afrikaans, Sepedi and English when they speak outside the

classroom with each other and with learners, but in class they use English mostly

in teaching various subjects.
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Data from the principal of School C’s interview

Table 5.25: Principal’s interview of School C

Interview response from the principal

Do you have a school language policy?

Yes, we do.

What is LoLT according to your school
language policy?

We are parallel medium, it’s English and Afrikaans.
And the Sepedi is only conducted as FAL. But in the
foundation phase is part of the home language, but in
the intermediate, senior phase then is First
Additional Language.

Who formulated the school language
policy?

It is the SMT (School Management Team), teachers
together with the SGB.

Do learners experience any learning
problems?

Not that we have picked up, but because when
parents bring their learners at the beginning of the
year, they bring learners knowing our policy. Isn’t it
that when they come for admission, our admission
starts in August. When they come for admission,
when we give them the admission form, remember
they are just collecting admission forms and, then we
explain to them the language policy. We can’t give
them the language policy we are only giving the
learners that are already admitted, but those that are
coming to seek admission we explain the language
policy because we are having the classes that are
strictly doing Afrikaans in all their learning areas
and is their home language then they do English as
FAL, the First additional language. Then we have
other classes that are doing English as home
language and all the subjects they are doing in
English then they do other classes they do Afrikaans
as FAL then the other groups they do Sepedi as FAL.

Do you have any programme to help
those with difficulties?

Yes we gave them, I will give you evidence of that, we
gave parents at the beginning of the year our dates
for activities and one of the activities on that
calendar is remedial is extra classes. So learners
experiencing problems they are identified and they
remain for extra classes on certain days and also for
remedial. We have in grade 3 the teacher in grade 3
completed now the masters in child | think is early
childhood development and also psychology so she is
able to do the remedial making use of the grade 3. |
think you must also interview her. To say how is she
conducting the remedial and extra class. | have got
an experience where | am recording their children
that you find they had problem with the languages.
The child was in grade 4 and grade 5. | took them
back to grade 3 just to grasp the language they are
now good.

Do you have enough learning material in
LoLT?

It’s not enough, we do provide. The parents do assist
also. We just have to purchase some of the learning
material and also improvise because the very same
teacher improvises the library. So learners go to the
mobile class to go and develop themselves in the
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library. It is not fancy, but you know we improvise,
we making use the old books, but we encourage our
learners, all of them to register with the local library,
it is just a stone throw away from here. So most of
them are going to the library nearly every day.

Do you have enough teachers to teach in
the LoLT?

Yes, teachers are enough.

How do you experience learning and
teaching in the LoLT?

The challenge that we face is that you will find the
Sepedi speaking parents bringing learners you know
wanting them to speak English and Afrikaans,
because they don’t want them to speak Sepedi, and it
becomes a challenge you know, you tell a parent that
this child must speak Sepedi because the home
language, you see when the child get home it’s all
Sepedi but you know the parents want learners to can
be able to communicate in English and any other
language. So those are the mostly the ones that we
are doing the remedial because we first start them
with the sounds in English, to grasp the sounds. They
are having sounds in Sepedi then it makes it difficult
now if you want to start that in a new language. But
most of them are coping; almost 80% are coping
from those.

The principal of School C indicated that they have a language policy which states

that the school is a parallel medium school with Afrikaans and English as the
LoLTs. The school offers Sepedi as FAL from Grade 4 to 7. According to the

principal some learners have problems with the LoLT but the SGB has discussed

the language policy with the parents when they apply for admission at school.

This implies that the parents bring their children to this school by their choice.

The principal indicated that the school has remedial classes to help learners who

encounter learning difficulties.

5.3.2.2 Data from School D

This section aims to present data from School D. The data from observations,

documents, parents, the principal, teachers and learners are presented separately.

Tables and paragraphs are used to present some of the data.
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School D profile

This section deals with the presentation of data from the principal’s questionnaire

mainly about School D’s profile. Table 5.26 illustrates the principal’s response

from School D.

Table 5.26: Principal’s responses to the questionnaire in School D

Schools’ profile

Type Ex-DET
Quintile 1
Enrolment 123
Number of educators 3
Number of Classes per grade

R 1 2 3 4 5 6 7

1 1 1 1 1 1 1 1
Number of learners per grade per home language
Language | R 1 2 3 4 5 6 7 Total
Sepedi 23 19 12 10 9 4 6 3 86
Tshivenda | 2 2 2 3 2 1 3 15
Xitsonga 4 7 4 5 2 22
Total 29 28 18 18 11 7 6 6 123
Language of learning and teaching per grade
Language | R 1 2 3 4 5 6 7 Total
English - - - - 11 7 6 6 30
Sepedi 29 28 18 18 - - - - 93
Total 29 28 18 18 11 7 6 6 123
Preferred language of learning and teaching per grade
Language | R 1 2 3 4 5 6 7 Total
English - - - - 11 7 6 6 30
Sepedi 29 28 18 18 - - - - 93
Total 29 28 18 18 11 7 7 6 123
Number of teaching staff per home language
Afrikaans | English | IsiNdebele Sepedi Tshivenda Xitsonga Total
- - - 3 - - 3
Language subject and level per grade
Language | R 1 2 3 4 5 6 7
English - - FAL | FAL FAL FAL | FAL | FAL
Sepedi HL HL HL HL HL HL HL HL

69,9% of learners in this school speak Sepedi, 17,9% speak Xitsonga whereas

12,2% speak Tshivenda. This implies that 100% of learners in this school speak

African languages. Learners in this school start by learning through Sepedi from
Grade R to 3 and then change to English LoLT in Grade 4 to 7. From Grade 2 to 7
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learners learn two languages, Sepedi Home Language and English First

Additional Language.
Document data from School D
The school did not have a language policy document.

Data from learners in School D

A total of seven Grade 5 learners at School D participated in the study. The school
had only seven Grade 5 learners in 2014. Table 5.27 below shows the results

about language use from learners at School D.

Table 5.27: Learners’ responses from School D

< —

2] ke —

) S I
Statements W 3 2
Language spoken at home - 7 7
Language used to teach 7 - 7
Language that learners want teachers to use 5 2 7
Language used by teachers when speaking to learners | - 7 7
outside the classroom
Language used when writing tasks 7 - 7

Grade 5 learners in this school indicated that they use English in class and Sepedi

outside the classroom.

Table 5.28 below shows the reasons given by learners at School D for choosing

certain languages that they want their teachers to use when they teach them.
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Table 5.28: Reasons for language preferences by learners in School D

Language
Reasons English | Sepedi | Total
I understand or | want to understand. 3 1 4
| like the language. 2 - 2
It is my home language - 1
Total 5 7

The majority of the learners prefer to be taught in English because they

understand the language and some because they like it.

Data from teachers in School D

The purpose of this section is to present data from teachers’ interviews. One

teacher from School D was

interviewed. Only one teacher was interviewed

because the school has got one teacher in the Intermediate Phase. The teacher was

asked questions about language usage at school. Table 5.29 below shows how the

teacher at School D responded to the interview questions.

Table 5.29: Teacher’s interview responses in School D

Interview questions

Teacher

Do you have a school language
policy at your school?

Yes

What does your school language
policy say concerning LoLT?

It’s supposed to be used for every learner because it is the
medium of instruction. (What is the medium of instruction at
your school?) First additional language. (What is the first
additional language?) Its home language. This medium of
instruction being English is the second language to a child.

Who formulated your school

language policy?

Department of Education

Is/are LoLT(s) home language of
learners?

No, our home language is..., they are all doing Sepedi as
home language.

Are learners experiencing
problems regarding LoLT? If yes,
what kind of problems?

Ja, umm, they are not having much time to learn this English
because it’s a multi-grade class, so there is a lot challenge
regarding this language.

Do you have any programme to
help learners with difficulties in
LoLT? If yes, what kind of
programmes do you have?

Yes we work with them after hours, after teaching hours. We
do it twice a month.

Is there enough learning material
in the LoLT?

Ya, textbooks we do have but are not enough. Like for
intermediate they are more than their textbooks. That’s why
| say they are not enough. In grade four they are enough
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because they ten, ten. | can say that in intermediate phase
they are better that way.

How do you experience learning

and teaching in the LoLT?

We are trying and they also trying, but because we don’t
have teachers it won’t be simple. We are willing to help, we
do help but with serious problem.

The school has only one teacher in the Intermediate Phase. The teacher did not

understand some questions well, for example, the way she answered the question

about the LoLT of the school clearly indicated that she has a problem. Even

follow up questions were not answered well. The teacher did not have an idea of

whether the school has a language policy and who might have drafted it. She

seemed to have heard about the LiEP which is provided by the Department of

Education. This teacher further showed that learners experience problems more

especially because learners of different grades are combined in one class because

of lack of teachers. The school introduced extra lessons in the afternoon to

eliminate learning difficulties.

Data from parents’ representative in School D

This section presents data from an SGB member of School D.

Table 5.30: Parent interview’s response in School D

Interview questions

Parent

Do you have a language policy
at your school?

Yes

What is you
learning and
according to
language policy?

language of
teaching

you  school

English

What language of learning and
teaching do you prefer?

English because it is a universal language. Every learner must
learn in English.

How is that policy formulated?

The policy is formulated by the parents and the SGB.

Are there any problems
concerning LoLT?

Yes, learners have a very serious challenge. They come from an
informal settlement near town. Originally they come from
various places and some are coming from Zimbabwe, so it is
very difficult for them to get used to the language used for
teaching at school. Teachers have to mix languages when
teaching them.

At what level are they doing
English at school?

They are doing English as a second language.

What is  your  general
experience about the language
situation at school?

The language would take time to improve because children are
not exposed to English at home. They can hardly hear English.
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The parent in this school stated that the school has a language policy which

declares English to be the LoLT. According to the parent, the policy was

formulated by the SGB. He prefers English because it is a universal language. The

parent further showed that learners have difficulties learning in English. The

major problem is their language background and most of them are originally from

Zimbabwe.

Data from observations in School D

The following were found during the observations in School D:

Table 5.31: Observation for School D

Criteria

Findings

School environment

The school is situated on a farm outside the
city. Learners in this school are coming from
an informal settlement near the city. They are
transported by the department every day to
school.

Subjects observed

Mathematics and Natural Sciences

Language(s) used by the teacher to teach

The teacher used English, but sometimes
switched to Sepedi.

Learners understanding of the lesson

They seem to understand more when a teacher
explained in Sepedi.

Indicators of learners’ understanding

They were able to respond to instructions or
questions if explained in Sepedi.

Language(s) spoken by learners outside the
classroom

Sepedi

Language(s) spoken by learners and teachers in
the classroom

Sepedi

Language(s) spoken by teachers and other staff
members around the school

Sepedi

The observations show that Sepedi is used in many areas at the school. For almost

everything learners do they use Sepedi except for writing formal documents. The

following extract is an example of how teachers use code switching in this school.
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(The teacher was explaining the concept of probability in Mathematics)

When we talk of probability we talk about a chance. Chance of
something to happen. (...) Something may be likely to happen.
Likely have 50% of happening. The second word that is used in
probability is certain. (...) Certain ke gore ga go na gore e se ke ya
direga ntouwe. That one we are 100% sure that it is going to
happen. The opposite of certain is impossible. Impossible means
that there is no way, it can’t happen. So it is 0%. (...) Really this
thing is not happening. E ka se tsoge e direqgile, le ge go ka direga
eng e ka se direge. Impossible means it won’t happen. E ka se ke.
(...) Unlikely ke gore selo sa gona, chances for it to happen are
very slim. Ke go ra gore ke tSe di nnyane nnyane kudu. For
example, may be we say it will rain in June. It is unlikely. It is not
impossible. (...) Mo ga borena mo re expecta gore pula e ka se ne
ka June. The rain is unlikely to rain in June. Le a kwesSisa? You
must notice the difference between unlikely and impossible. Don’t
mix unlikely with impossible. Impossible means really does not, but
unlikely go ra gore chances tSa gona ga se gore di ka se direge.
Mara that one chances tSa gona they are not there. Are we
together?

TR: [When we talk of probability we talk about a chance. Chance
of something to happen. (...) Something may be likely to happen.
Likely have 50% of happening. The second word that is used in
probability is certain. (...) Certain means that there is no way, that
thing will happen. That one we are 100% sure that it is going to
happen. The opposite of certain is impossible. Impossible means
that there is no way, it can’t happen. So it is 0%. (...) Really this
thing is not happening. It will never happen, no matter what. It will
never. Impossible means it won’t happen. Never. (...) Unlikely
means that thing; chances for it to happen are very slim. It means
they are very very limited. For example, may be we say it will rain
in June. It is unlikely. It is not impossible. (...) In our area we
expect that it won’t rain in June. The rain is unlikely to rain in
June. Do you understand? You must notice the difference between
unlikely and impossible. Don’t mix unlikely with impossible.
Impossible means really does not, but unlikely means these
chances will never happen. But, that one, chances are not there.
Are we together?]
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Data from the principal of School D

Table 5.32: Principal’s interview from School D

Interview response from the principal

Do you have a school language policy? Yes

What is LoLT according to your school | Sepedi

language policy?

Who formulated the school language | The SGB

policy?

Do learners experience any learning | Yes, we sometimes experience problems. Since well

problems?

this is a farm school we are catering learners of
various cultures. Yes, we have the Venda, the
Shangaan and they encounter problems when
learning this Sepedi. That is the problem that we
encounter.

5. Do you have any programme to help
those with difficulties?

Yes, | have drawn a timetable for extra lessons for
those learners who are encountering problems. After
school some of them they remain, we have got a
timetable.

Do you have enough learning material in
LoLT?

No we are running short of textbooks. Other
learning material we are having sufficient.

How do you experience learning and
teaching in LoLT?

The general problem is that one that | initially
mentioned that we are teaching learners from
different cultures. That is the general problem.
Because we are teaching learners from different
cultures. That’s the problem.

The principal of School D agreed that the school has a language policy but he did

not produce a printed copy or any other document. He indicated that the LOLT in

this school is Sepedi. The principal further acknowledged that learners experience

problems because the majority of them come from Zimbabwe.

5.3.3  Data from new schools

This section focuses on the presentation of data from new schools. New schools in

this study refer to schools which were established by the democratic government

after 1994. Schools E and F are classified under ‘new schools’ in this research.
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5.3.3.1 Data from School E

This section aims to present data from School E. The data from observations,
documents, parents, the principal, teachers and learners are presented separately.

Tables are used to present some data.
School E profile
Table 5.33 illustrates the principal’s questionnaire responses for School E.

Table 5.33: Principal’s responses to the questionnaire in School E

Schools’ profile

Type New school
Quintile 4
Enrolment 999
Number of educators 22
Number of Classes per grade

R 1 2 3 4 5 6 7

2 3 3 3 3 3 3 3
Number of learners per grade per home language
Language R 1 2 3 4 5 6 7 Total
Afrikaans 3 12 2 1 1 4 2 27
English 1 2 2 27 30 27 25 14 128
IsiNdebele | - - - - - - 1 - 1
IsiXhosa - 1 - - - - - - 1
IsiZulu - 1 - 1 - - 3 - 5
Sepedi 60 98 78 93 85 90 80 80 664
Sesotho 1 4 1 - 2 2 - 1 11
Setswana - - 1 1 3 - 2 - 7
SiSwati - 1 2 - - - - - 3
Tshivenda | 3 - 8 2 1 6 2 1 23
Xitsonga 7 3 4 1 6 3 8 4 36
Other 15 25 24 5 6 5 8 5 93
languages
Total 89 138 132 132 134 134 133 107 999
Language of learning and teaching per grade
Language R 1 2 3 4 5 6 7 Total
English 89 138 132 132 134 134 133 107 999
Total 89 138 132 132 134 134 133 107 999
Preferred language of learning and teaching per grade
Language R 1 2 3 4 5 6 7 Total
English 89 138 132 132 134 134 133 107 999
Number of teaching staff per home language
English Sepedi Xitsonga Total
2 19 1 22
Language subject and level per grade
Language R 1 2 3 4 5 6 7
Afrikaans - FAL FAL FAL FAL FAL | FAL | FAL

173




English HL HL HL HL HL HL HL HL

FAL FAL FAL FAL FAL FAL

Sepedi HL SAL HL HL HL HL HL HL
Tshivenda | - SAL - - - - - -
Xitsonga - SAL - - - - -

This school also forms part of the pilot study that is taking place in the
Pietersburg Circuit. In Grade 1, learners study at least three languages including
their Home Language. So in this school in Grade 1 all learners do English Home
Language, Afrikaans First Additional Language and they choose one between
Sepedi, Tshivenda and Xitsonga as a Second Additional Language. In this school
from Grade 2 to 7 there are learners who do a combination of English Home
Language and Afrikaans First Additional Language and some do Sepedi Home

Language and English first Additional Language.
Document data from School E

The school has a language policy. The language policy indicates that the school is
aware of the policy as stipulated in the SA Constitution. The language policy

states the following:

e The medium of instruction for the learners in our school is predominantly
English; however Section 29 of SA Constitution covers other languages.

e Medium of instruction is English for Grade 3 to 7.

e Grade R -2 who are speaking Sepedi (Home Language) their language of
instruction is Sepedi and for those who are speaking English (Home
Language) and other languages their language of teaching is English.

e Grade R — 2 FAL for learners speaking Sepedi is English and learners’
speaking English or other languages is Afrikaans.

e Other indigenous language can only be introduced if we meet the

minimum requirements of 1:20 in a class.

Learners in this school speak different languages such as Sepedi, English,
Xitsonga and Arabic languages. Languages of learning and teaching are Sepedi in

lower grades and English in higher grades.
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Data from learners in School E

This section shows the profile of learners who took part in the research study. A

total of 58 learners of Grade 5 at School E participated in the study.

Table 5.34: Learners’ response in School E

2 ©
% % g "c:u = 8 % —
2 o = —

Statements E 5 Slz]g 2 5 g L;

< |w |2 |5 |8 |6 |6 |0 |+
Language spoken at home 2 13 1 1 37 1 1 2 58
Language used to teach 1 56 - - 1 - - - 58
Language that learners want | 4 49 - - 5 - - - 58
teachers to use
Language used by teachers when | 1 22 - - 34 1 - - 58
speaking to learners outside the
classroom
Language wused when writing | - 57 - - 1 - - - 58
tasks

This data from Grade 5 learners in School E indicates that English is the most
used language in different areas. But more than 50% of learners use Sepedi at

home and when they are outside the classroom. Those learners who use English at

home are English speaking learners.

Table 5.35: Reasons for language preferences in School E

Language
Reasons English Afrikaans | Sepedi | Other | Total
| understand or | want to understand. 40 - 2 - 42
I like the language. 9 1 1 - 11
It is my home language - - 2 - 2
No reason - 3 - - 3
Total 49 4 5 0 58

The majority of learners who prefer English think that they understand the

language or they want to understand it.

175



Data from teachers in School E

The purpose of this section is to present data from teachers’ interviews. Three

teachers from School E were interviewed. The data from all three educators are

displayed in one table to make comparison simple. All teachers were asked nine

questions about language usage at school. Teachers were also requested to

provide their profile and language background in the form of a questionnaire.

Table 5.36 below shows how teachers at School E responded to the interviews.

Table 5.36: Teachers’ interview responses in School E

Teacher 1 Teacher 2 Teacher 3
Do you have a school | Yes Yes Ja, | think it must
language policy at be there.
your school?
What does your school | The medium of | You know what they need | It says we have,

language policy say
concerning LoLT?

instruction is English.

more  practice  and
especially if we can have
a library or some of the
programmes concerning
language | think it will
be of help to them.

Home language in the
Foundation phase.
Grade 4 to 7 it’s English.

here at school
because we have,
we use 3
languages, we
have Sepedi, we
have English, and
we have
Afrikaans, but for
the language for

teaching and
learning is
English.

Who formulated your | SGB and the educators | All educators and the | SGB

school language | and the principal. SGB

policy?

Is/are LoLT(s) home | Yes Yes No, is not the

language(s) of home language to

learners? learners because
we have the
Indians they are
using English and
also they are
using  Afrikaans
but not for
teaching and
learning. Like
Afrikaans is just a
subject.

Are learners | Yes. They have the | Those who are from | Yes, yes, they have

experiencing problems | problem of spelling | home language is | a lot of problems,

regarding LoLT? If | and sometimes they | Sepedi, they do have a | we have got the

yes, what kind of | can’t express | language barrier in the | Somalians, we

problems? themselves, especially | intermediate phase. have got the
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when answering the
questions they are
unable to interpret the
instructions

Afrikaners, we
have the Sepedi,
and we also have
the Indians. And
then that LOLT
which is not their
home language,
they have to learn
the language and

also learn the
content.
Do you have any | We tried to implement | Those who are having | Not yet.
programme to help | afternoon lessons like | difficulties? We are
learners with | having the remedial | having remedial classes
difficulties in LoLT? If | teacher, but it was not | and also we have
yes, what kind of | a success. It was not | introduced the phonics
programmes do you | successful because we | because that’s the basics
have? have got only two | of language. Not
remedial teachers and | alphabetical sounds,
then the classes are | phonics sounds. Because
overcrowded. So she | if you say ‘c’ you cannot
was unable to continue | get ¢ when you write and
the remedial classes. when you pronounce it
Is there  enough | No, textbooks are | In Foundation Phase | Yes learning
learning material in | delivered late | they are, but in | materials are
the LoLT? sometimes they are not | Intermediate Phase we | enough but for
delivered, we have to | don’t have enough | Afrikaans we have
photocopy. resources. But | think | a shortage. They
there is ..., | don’t know | don’t, have strictly
what we call them. There | prescribed the
are some  exercises | textbooks,
intended which have | especially for
been inserted in the | CAPS. They are
computer for English | using the RNCS

and also the dictionaries
are there inserted in the
computer.

books.

How do you
experience  learning
and teaching in the

LoLT?

You know what they
need more practice
and especially if we
can have a library or
some of the
programmes
concerning language |
think it will be of help
to them.

No our learners they do
speak English, but then
the problem is in writing
because we have got the
Indians here
communication wise is
fine, but come to writing
is where you will realize
that they can’t write.

| wish these
learners can use
their home

language so that
they can be able to
understand when
they teach them
and also those
kinds of questions
we give then, you

find that
sometimes  they
know the answer
but they don’t
understand the
question due to
language, cannot
understand the
language. And
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sometimes you
find that for those
Sepedi speaking if
you read a
question to them
then they say you
explain a question
to them by their
mother tongue
they are able to
understand.

Teachers in this school indicated that the school has a language policy which

identifies English as LoLT and that the SGB was responsible for drafting that

policy. These teachers further acknowledged that learners experience learning

difficulties when learning through the medium of English so some teachers have

introduced remedial classes that they hold in the afternoon during week days.

Data from parents’ representative in School E

This section displays data from parent’s interview.

Table 5.37: Parent’s interview responses in School E

Interview questions

Parent

Do you have a language policy
at your school?

Yes

What is your language of
learning and teaching
according to your school

language policy?

English and Sepedi. At the moment we are following the home
language of learners because the teachers also have the Sepedi
language to explain the children. So majority is Sepedi, so in
the policy we are just going with what is more convenient.

What language of learning and
teaching do you prefer?

English. It is general language all throughout SA and a
universal language as well, so | prefer English. Because
students will learn. Because university get into English.

How was that  policy | With the School’s Act and with school policy from government.

formulated? So we just agree on certain issues on the policy. We second
what comes from the department of education.

Are there any problems | No, not really. They are learning. They understand. But the

concerning LoLT?

problem only occurs when they are going to high school,
because we must prepare them for the next school. It’s just a
primary school so in future they go to a high school. Maybe it’s
different policy. So that’s why English is preferable.

At what level are they doing
English at school?

English is both home language for some learners and first
additional for other learners like Afrikaans. But Sepedi is only
done as a home language.

What is  your  general
experience about the language
situation at school?

We are weak at the moment that’s my experience that if the
children are more positive on what they are learning and how
they are learning they will produce better results.
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In general we should stick to the old system, where you have
three subjects, but English is compulsory and the other two are
subject, Afrikaans or Sepedi.

The parent agreed that the school has a language policy which spells out English
and Sepedi as LoLTs. According to the parent, English is preferable because the
school prepares learners to cope at the secondary and tertiary levels. The parent
acknowledged that learners experience some problems learning in English.

Observations from School E
The following were found from observations in School E:

Table 5.38: Observations for School E

Criteria Findings

School environment The school is located outside the city of
Polokwane in the area dominated by Indians.

Subjects observed Technology and Mathematics (Division)

Language(s) used by the teacher to teach English

Learners’ understanding of the lesson Learners have understood lessons.

Indicators of learners’ understanding Learners were able to follow instructions and

answer questions asked by teachers very well.

Language(s) spoken by learners outside the | Most learners speak Sepedi with each other

classroom and some, like Indians, speak in English.
Language(s) spoken by learners and teachers in | They use English most of the times but
the classroom sometimes they mix.

Language(s) spoken by teachers and other staff | Sepedi
members around the school

The school has African and Indian learners. The majority of African learners use
Sepedi at home and when they speak to fellow African learners, but they use
English with Indian learners. Indian learners use English in all their

communication inside and outside the classroom.
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Data from the principal in School E

Table 5. 39 displays the responses from the interview with the principal of School

E.

Table 5.39: Principal’s interview in School E

Interview response from the principal

Do you have a school language policy?

Yes

What is the LoLT according to your
school language policy?

The medium of instruction is English from grade 3 to
7 and grade R to 2 they use home languages.

Who formulated the school
policy?

language

The parents

Do learners experience any learning
problems?

Yes. Those who are doing Sepedi, it’s a little bit
difficult for them for the FAL which is the FAL, the
first additional language. But not that much.

Do you have any programme to help
those with difficulties?

Yes, in the morning the teachers are helping them.

Do you have enough learning material in
LoLT?

Yes, the learning materials we have.

How do you experience learning and
teaching in LoLT?

It’s one thing that is giving us a challenge because
we have a separate class, just one class which is
English speaking learners and the other classes the
Sepedis if may be they were doing the same because
of the intercultural which we have Indians, coloureds
and Pedis. So if we are having the same | don’t think
we will be having a challenge concerning the
educators. Because you find that one educator is
looking at one class and many parents like the
English classes they are full to the bream. One class
is having 55 learners. So that one is very, very
challenging.

The principal of School E showed that the school has a language policy and that

English and Sepedi are LoLTs. The principal further indicated that the parents

were responsible for drafting the policy. She agreed that some learners experience

problems but she further indicated that teachers are helping such learners every

morning. The biggest challenge that the principal raised was that of shortage of

teachers because they have big and many classes.
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5.3.3.2 Data from School F

This section focuses on the presentation of data from School F.

School F’s profile

Table 5.40 illustrates principal’s responses from School F.

Table 5.40: Principal’s responses to the questionnaire in School F

School’s profile

Type New school
Quintile 2
Enrolment 1675
Number of educators 41
Number of Classes per grade

R 1 2 3 4 5 6 7

3 5 4 3 3 3 3 3
Number of learners per grade per home language
Language R 1 2 3 4 5 6 7 Total
Afrikaans | - 1 - - - - - - 1
English - - - - - - - 1 1
IsiZulu - 1 - - - - - - 1
Sepedi 178 267 227 196 194 187 186 167 1602
Setswana - - 1 - - 1 - 1 3
Xitsonga 2 9 2 2 2 4 6 7 34
Tshivenda | 6 3 3 1 3 3 1 8 28
Other 1 2 - - - 1 1 - 5
languages
Total 181 283 233 199 199 196 194 184 1675
Language of learning and teaching per grade
Language R 1 2 3 4 5 6 7 Total
English - - - - 199 196 194 184 773
Sepedi 187 283 233 199 - - - - 902
Total 187 283 233 199 199 196 194 184 1675
Preferred language of learning and teaching per grade
Language R 1 2 3 4 5 6 7 Total
English - - - - 199 196 194 184 773
Sepedi 187 283 233 199 - - - - 902
Total 187 283 233 199 199 196 194 184 1675
Number of teaching staff per home language
Setswana Sepedi Xitsonga Total
1 39 1 41
Language subject and level per grade
Language R 1 2 3 4 5 6 7
English - - FAL FAL FAL FAL FAL FAL
Sepedi HL HL HL HL HL HL HL HL
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95,6 % of learners in this school speak Sepedi as their home language, and the
remaining percentage speak other African languages as well as English. The
principal showed that learners from Grade R to Grade 3 learn through the medium
of Sepedi and English from Grade 4 to Grade 7. The use of these LoLTs in this
school indicates the preference of parents. All learners from Grade 2 to Grade 7
learn Sepedi Home Language and English First Additional Language whereas

those learners in Grade R and Grade 1 learn only Sepedi Home Language.
Document data from School F

The school language policy states the purpose of having it at school and who it
applies to. It covers aspects of official languages of learning and teaching of the
school, spoken and written communication and the roles and responsibilities of all

stakeholders.
According to the policy the purpose is:

e To ensure that learners are not disadvantaged by being forced to learn in
a language not spoken and understood by the majority.

e To ensure that the school makes the right choices to ensure the best
possible development of learners in the school.

e To recognize language and cultural diversity.

e To promote multi-lingualism.

e To promote non-racialism and facilitate communication across
communities irrespective of their colour, language and religion.

e To raise dignity and status of previously disadvantaged languages.

e To minimize the gap between Home language and the Language of

Learning and Teaching (LoOLT).
The language policy further states the following as official languages:

e The Language of Learning and Teaching in our school will be English
from Grade 4 to Grade 7.
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e Sepedi will be the Language of Learning and Teaching in the Foundation

Phase.

e English will be offered in the Foundation Phase as an Additional

Language.

o Sepedi will be provided as the school’s Home Language.

e English is the choice in terms of the First Additional Language.

All other spoken communication will be in the LoLT which is English and the
Home Language of the school which is Sepedi. Learners are always encouraged

to use their LOLT. Written communication is in English.

Section 5.3 of the policy also stipulates that if more than 50 learners in a grade

require to be taught in a different language than the one currently used, an

application will be made for that.

Data from learners in School F

This section shows the profile of learners who took part in the research study. A
total of 159 learners of Grade 5 at School F participated in the study. Table 5.41

below illustrates how learners in School F use language at school.

Table 5.41: Learners’ response in School F

Languages
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Language spoken at home - 2 - 2 138 | 2 3 5 7 159
Language used to teach - 154 |1 - 3 1 - - - 159
Language that learners want | 3 137 |1 2 14 1 1 - - 159
teachers to use
Language used by teachers | - 57 - 1 99 2 - - - 159
when speaking to learners
outside the classroom
Language used when writing | - 130 | - - 29 - - - - 159
tasks
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Grade 5 learners who participated in this study indicated that they use English

mostly in class and Sepedi at home as well as outside the classroom.

Table 5.42 below illustrates reasons why learners prefer the languages they want

their teachers to use when they teach them.

Table 5.42: Reasons for language preferences in School F

Languages
Reasons English Afrikaans | isiZulu | Sepedi | Total
| understand or | want to understand. 60 2 - 5 67
I like the language. 35 - 2 2 39
It is my home language - - - 3
| can speak with other people 7 - - - 7
No reason or non-understandable 34 - - 9 43
Total 136 2 2 19 159

Only 44,1% of the learners prefer English because they understand it. 25,7% of
the learners just like the language, 25% do not have reasons why there is a

preference, whereas only 0,1% want to be able to speak with other people
Data from teachers in School F

The purpose of this section is to present data from the teachers’ interviews. Three
Grade 5 teachers from School F were interviewed. The data from all three
educators are displayed in one table to make comparison simple. All teachers
were asked the same questions about language usage at school. Table 5.43 below

shows how teachers at School F responded to the interviews.
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Table 5.43: Teachers’ interview responses in School F

Teacher 1 Teacher 2 Teacher 3
Do you have a school | Yes Yes, we do have. Language policy,
language policy at yes.
your school?
What does your school | Language and | We just use it when we | English
language policy say | teaching, it must be | are teaching in the
concerning LoLT? first additional | classroom, but if the
language, learners | learners do not
must be taught in first | understand we switch off
additional  language. | to their mother tongue
The first additional | so that they can
language is English. understand. In my case,
I am teaching Maths in
English.
Who formulated your | The  SGB, school | The principal and staff. | SGB
school language | governing body.
policy?
Is/are the LoLT(s) the | No, No. we usually, | No, it is not a home | No
home language(s) of | sometimes we use the | language.
the learners? home language in case
whereby learners are
struggling with
understanding  what
you will be teaching
them, so sometimes
you turn to their
mother tongue so that
they can be able to
understand what you
are saying.
Are learners | Yes, yes, they | Some of them are | Yes  sometimes.
experiencing problems | sometimes experience | experiencing problems | Sometimes there
regarding the LoLT? If | problems in | since well we admit | are terms that they
yes, what kind of | understanding the first | learners from Zimbabwe | didn’t know then
problems? language. sometimes the | we try to explain
Shangaans and the | may be put their
Vendas. They cannot | mother tongues so
express themselves | that they
clearly. understand.
Do you have any | Yes, yes, we sometimes | We sometimes encounter | No.
programme to help | do a little bit of | the problems in helping
learners with | remedial according to | them and by
difficulties in LoLT? If | their levels. encountering those
yes, what kind of problems we try to call
programmes do you the people who know
have? their language but they
don’t respond well.
Is  there enough | For the school no, but | Yes we do have and we | No, | prepare
learning material in | sometimes we are | are getting donations | teaching aids
the LoLT? asking  from  our | from things like | myself. May be the
neighbouring schools | expedico people are | chart, if | want to

to assist us but we

giving us the teaching

teach them about
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usually don’t have

enough.

aids for Mathematics.

a map, |
sometimes try to
draw the map,
even though |
cannot indicate all
the things on the
map.

How do you
experience  learning
and teaching in the

LoLT?

I think when learners
are in grade 4, my
understanding is they
must be taught in their
mother tongue because
according to my
experience when | look
at them they
understand more when
you speak their mother
tongue than the first

language. So
sometimes they are
happy and they

participate more when
you talk to them about
their mother tongue.
Most of the children
here they are speaking
Sepedi, even though we
have the Shinas, we
have the Tsongas, and
the Vendas. But they
are not so many. But
the majority we are

dominated by the
Sepedi speaking
learners.

The general experience
of language usage at
school is  something
which gives us a
difficult, gives us a
serious problem, since
well the learners here
comes from outside
places, like Zimbabwe,
we have those learners
Free State we have some
of them, Venda,
Gazankulu some of them
we do have here. So like
when may be the child is
starting Grade R here
she struggles a lot as far
as language is
concerned.

They are trying.

Teachers interviewed agreed that the school has a language policy and the LoLT,

according to the policy, is English. Teachers further indicated that the LoLT is not

a home language of the learners. As a result learners encounter learning

difficulties. Another problem that teachers raised was lack of learning material.

The school does not have any programme to address the situation because of

overcrowded classes. Teachers feel that even learners in Grade 4 must be taught

in their mother tongue because they do not understand English well.
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Data from parents’ representative in School F

Table 5.44 below illustrates the response of the parent interview.

Table 5.44: Parent’s interviews responses in School F

Interview questions

Parent

Do you have a language policy
at your school?

Yes

What is your
learning and
according to
language policy?

language of
teaching

your  school

English

What language of learning and
teaching do you prefer?

English because it is a common language. We want our
children to learn in English so that they can communicate well
with others in their community.

How is that policy formulated?

The policy is formulated by the principal, teachers and the
SGB.

Are there any
concerning LoLT?

problems

Yes. They come from different areas, so they are mixed here.
Some are coming from Zimbabwe. They speak different
languages. So it is very difficult for them understand the
language used for teaching at school.

At what level are they doing
English at school?

They are doing English as first additional language and Sepedi
as home language.

What is  your  general
experience about the language
situation at school?

The learners find it very difficult to cope in this situation. This
also makes it difficult for teachers to achieve their outcomes. If
it was possible | could say they must learn in Sepedi
throughout, but because at secondary school and tertiary they
are using English, they must also learn English.

The parent in this school agreed that the school has a language policy and that,

according to the language policy, English is the major LoLT. The parent further

agreed that the SGB took part in the drafting of the policy. He further indicated

that the school experiences problems with LoLT because learners in this school

come from different places and some from Zimbabwe.

187




Observations from School F

The following were found during observations in School F:

Table 5.45: Observation for School F

Criteria

Findings

School environment

This school is located in an area outside the
city Polokwane, which is poverty-stricken as
indicated by the type of housing that surrounds
the school. The school is located close to the
informal settlement. The school is attended by
black children only.

Subjects observed

Natural Sciences and Life Orientation

Language(s) used by the teacher to teach

Teachers use both Sepedi and English.

Learners’ understanding of the lesson

It was difficult for learners to understand
instructions when the teacher used English
only.

Indicators of learners’ understanding

Teachers had to explain in Sepedi what they
said in English before they could answer the
question.

Language(s) spoken by learners outside the
classroom

Most of the time learners speak with other
learners and their teachers in Sepedi both
inside and outside the classroom. The majority
of learners and teachers at this school speak
Sepedi.

Language(s) spoken by learners and teachers in
the classroom

Learners and teachers speak in both English
and Sepedi.

Language(s) spoken by teachers and other staff
members around the school

Teachers speak with each other in Sepedi

The teachers observed in the school mix language when they teach because

learners seem not to understand English very well. Most of the time teachers and

learners speak in Sepedi. Practically the medium of communication is Sepedi

even though on paper it is English. The following example shows how teachers

code switch in the classroom:

You must run in your own track because ge 0 ka tSwa ka mo
trekeng ya gago you are going to be disqualified. Le ge o ka tSea
number one ba tlilo re o tseneletSe. O kreya motho wa gona a

thoma a kitima a le ka mo, a feleletSe a le ka mola. When you run

tSa di track events bana ba ka, you must run straight in your own

track.
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TR: [You must run in your own track because if you can get out of
your track you will be disqualified. Even if you can obtain first
position they will say you went into someone’s track. You find that
you are in this track, but you end up being in that track. When you
run track events my learners, you must run straight in your own

track.]

Data from the principal in School F

Table 5.46: Principal’s interview in School F

Interview responses from the principal

Do you have a school language policy?

Yes

What is LoLT according to your school
language policy?

English from grade 4 to 7 and the LOLT in grade R to
3 is Sepedi.

Who formulated the school language
policy?

It was agreed upon by the parents in a parents
meeting.

Do learners experience any learning
problems?

Yes, especially after passing the Foundation Phase to
the Intermediate Phase, they have got a language
barrier. So we have to go back and start teaching
them basics of English, the clever dynamics of it.

Do you have any programme to help
those with difficulties?

No because of the large numbers we don’t have, we
just try and help them after school, but it’s very, very
minimal

Do you have enough learning material in
LoLT?

LTSM supplied by the department yes. But we don’t
have enough readers to teach the children reading.
We don’t have any other programmes to help them
with the reading. And may be with also the
handwriting.

How do you experience learning and
teaching in LoLT?

They struggle in fact, that’s why I’m saying from
grade 4 may be half ways in grade 5 they struggle
with English, but in the Foundation Phase there are
no problems because they study in the language that
they understand. But that transition from grades 3 to
4 that’s where we have problems. Others carry it
through to grade 7

According to the principal, the school has a language policy which states that the
LoLTs are Sepedi from Grade R to Grade 3 and English from Grade 4 to Grade 7.

The principal further indicated that the parents were responsible for drafting the

policy. He agreed that learners in this school experience problems of learning in

English but there is no programme to help them because of large classes.
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5.4 Summary of the results
This section focuses on the summary of the results presented above.
5.4.1 Learner enrolment according to home language

The overall results indicate that the majority of learners in the investigated
schools speak Sepedi as home language or mother tongue. The results clearly
show that out of 5403 learners in these six schools 3929 speak Sepedi, 607 speak
Afrikaans, 245 speak English, 229 speak Xitsonga, 75 speak Tshivenda and 120
speak other languages. This translates into more than 71% of learners in these
schools who speak Sepedi and more than 84% who speak one of the African
languages. This indicatesindicates a viable reason why multilingual education is

essential for these schools.
5.4.2  Learner enrolment according to LoL T and preference

The results clearly show that the majority (75,1%) of learners in these schools use
English as LoLT and that is what they seem to prefer, whereas only 18,4% use
and prefer Sepedi and only 6,4% Afrikaans. Those learners who learn through
Sepedi are from ex-DET schools and new schools. Moreover, they only use
Sepedi as the LoLT in the Foundation Phase, thus Grade R to Grade 3.

All parents’ representatives prefer English as the LoLT. Parents indicated that a

knowledge of English is essential because:

e Everyone must be able to communicate in English;
e Itisauniversal language;
e |tisageneral language or common language in South Africa; and

e Language of the university.

The reasons for the need to use English as the LoLT given by parents clearly
indicate that parents think that for learners to master a language they need to use it
as the LoLT. This assumption is invalid because learners can still acquire a

language through learning it as a subject.
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5.4.3 Language subjects

The overall results indicate that almost all learners in these six schools learn
English either at a home language level or at an additional language level. All

Grade R learners do not have a language subject.

In one ex-Model C school all learners learn English as a home language and
Afrikaans. In addition, African languages such as Sepedi, Tshivenda and Xitsonga
are learnt as additional languages. In contradiction another ex-Model C school
offers English Home Language to some learners and English Additional
Language to another group of learners. In this school those learners who have
English as their home language learn Afrikaans First Additional Language and
those who have Afrikaans home language learn English Additional Language.
Not all learners who learn English at a home language level are mother tongue
speakers of English. All African language speakers learn English as a home

language and a small group of English speaking learners.

The majority of learners in ex-DET and new schools learn English as an
additional language and either Afrikaans, Sepedi, Tshivenda or Xitsonga as a
home language. It is only in one ex-DET and one new school where a few

learners learn English home language and Afrikaans additional language.
5.4.4  Language policy awareness

The results indicate that the majority of teachers were only assuming that
language policies are available at their respective schools because they indicated
that they had never seen any language policies but they knew which languages
they used in teaching at the schools.

The majority of teachers, principals and parents clearly acknowledged that the
languages that are used as LoLTs at their schools are not the home languages or
mother tongues for the majority of their learners. Most of these participants do not

know why home languages are not used.
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Principals indicated that they have knowledge of the procedures to be followed
when drafting a language policy at schools and who should be involved in that
process. But the majority of teachers and parents were not aware of such
procedures; they even did not know who formulated the language policies that

they were using at schools at present.
545 Language of learning and teaching problems and measures

The results indicate that all principals and teachers agree on the fact that their
learners are experiencing a language barrier, especially because the LoLT is not
their mother tongue. This implies that the majority of learners learn through a
language with which they are not familiar. Even if teachers and principals have
realised that their learners have problems, parents are denying that fact. Very few
parents accept that their children have language difficulties, but the fact of the
matter is that they want their children to learn through the English language

because they believe that this is the only way they can get to master the language.

According to teachers and principals, the extent of the problem differs according
to the school language context. The linguistic backgrounds of schools differ. As

mentioned by teachers, some learners have problems such as:

e lack of understanding;

e lack of self-expression;

e pronunciation;

e intonation;

e spelling;

e lack of writing, reading and listening skills;

e lack of knowledge of basic grammatical rules; and

e lack of vocabulary.

Interviewees indicated that these problems might result from a multiple of factors
including lack of human resources such as teachers, and combining grades into
one classroom due to lack of infrastructure and shortage of staff. Teachers end up
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focusing on one grade over another. They have also highlighted that learners have
to learn the language and the content at the same time because they learn through
a language with which they are unfamiliar. As a result they struggle to learn the
content of the subject.

The results further indicate that the majority of schools do not implement any
programme to deal with language barriers at their respective schools. Most of the
schools failed to implement remedial lessons. The results clearly indicate a
dilemma on the issue of bringing a solution to the problem of LoLT. Some
teachers suggested that learners must do a lot of extra reading, listening and
writing exercises for practice. Only one teacher mentioned that they use a
computer programme named MAXIMA to help those learners who have a

learning difficulty.

Despite the problems that teachers and principals have identified, principals in ex-
Model C schools showed confidence that learning and teaching are effective at
their schools because learners can understand well and communicate clearly. In
contrast teachers and principals in ex-DET as well as new schools do not have
hope that learning is taking place because learners have a language barrier.
Furthermore, parents may not be able to help them as many of them have
difficulty also in the LOLT as it is not a mother tongue or a home language. In
addition, the majority of parents claim that their children learn effectively. This
implies that their children are comfortable with the English language as the LoLT.
Only a few parents are aware that their children are experiencing problems
regarding learning in the language that they do not know.

193



55 Conclusion

This chapter presented data collected from six selected primary schools in the
Pietersburg Circuit of the Limpopo Province. The data were presented according
to the type of school, namely, ex-Model C schools, ex-DET schools and new
schools. The key subjects for this study were the departmental official, principals,
parents, teachers and learners. In each set of data, the presentation followed each
method of data collection used in the research, i.e. document analysis,

guestionnaires, observations, and interviews.

The purpose of this study was to explore the transition to MLE in the selected
primary schools of South Africa. So, questions on the research instruments were
based on the use of language in the classroom and outside the classroom. The

major themes which were derived from the presented data are:

e Learner enrolment according to home language;

e Learner enrolment according to LoLT and LoLT preference;
e Language subjects;

e Language policy awareness; and

e LoOLT problems and measures.

In the next chapter data analysis and interpretations will be done to find out what

is the meaning of the data that was presented in this chapter.
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CHAPTER 6

DATA ANALYSIS AND INTERPRETATION

6.1 Introduction

This chapter focuses on the analysis and interpretation of data. According to
Marshall and Rossman (1995:111), “Data analysis is the process of bringing
order, structure and meaning to the mass of collected data”. In addition to the
above definition, Seliger and Shohamy (2003) as well as Owino (2002) define
data analysis as the sifting, organising, summarising and synthesizing of the data
so as to arrive at the results and conclusions of the research. The analytical-
empirical framework is used to analyse quantitative data from questionnaires
whereas interpretive-hermeneutic framework is used to analyse qualitative data
from interviews, observations and documents (Andrew & Halcomb, 2009). This
data analysis is informed by the research questions, the aims of the study and the
theoretical framework underlying the study. The chapter will make sense of the
data by drawing from Cummins’s theory, bi/multilingual education models as

well as Language Management Theory (LMT).

In Chapter 5 data from questionnaires, interviews and observations were
presented. In this chapter these data will be analysed and interpreted to determine
how far they support the aims outlined in Chapter 1 such as to examine how the
transition to multilingual education is effected in South African schools and to
analyse the situation of LIiEP implementation in South African schools. As
indicated in Chapter 1, the analysis addresses the issue of LIEP implementation
and practice. The analysis also attempts to discover whether schools comply with
the pedagogical motivations and theories dealing with transition from L1 to
multilingual education. Both quantitative and qualitative data are analysed in this

chapter.
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6.2 Analysis of data

The data analysed below is presented in the previous chapter. The data is from six
schools. The first set of analysed data is from the principals’ questionnaires, the
second set will be from the language policy documents and the information from
the interviews that were done with teachers, principals and parents.

6.2.1  The government’s LIEP and MLE in South African schools

For a better understanding of the analysis of language policies in this section, one
needs to be reminded about what a language policy entails. According to Orman
(2008:39):

Language policy refers to the formulation of laws, regulations and
official positions regarding language usage and the allocation of
linguistic resources by some government and other political

organisations.

Ho (2001:1) argues that “policies are designed and implemented for specific
purposes ...” This implies that language-in-education policies are formulated at a
school level to address language usage issues. These proximal language policies
are essential to avoid taking unnecessary decisions which are often used when
there is a dispute or a case of unfair treatment when it comes to language.
Educational and general or national language policy principles (distal policy) need

to be considered when formulating language-in-education policies.

Documents like the Constitution of the Republic of South Africa (Act 108 of
1996), the Language in Education Policy (LIiEP) (DoE, 1997b), the South African
Schools Act (84 of 1996) (DBE, 2012), the National Language Policy Framework
(NLPF) (DAC, 2003), the South African Languages Act (Act 12 of 2012)
(PanSALB, 2014) and Curriculum Assessment Policy Statement (CAPS) (DBE),
2011b) influenced the direction taken in interviews and suggested what should be
observed in the setting. Furthermore, these official documents together with
theories form an analytic framework through which the school language policies
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in this research were analysed. An intertextuality of these documents served as
instruments for framing a model of implementing language policies in the South
African schools, taking into consideration the complexity of the South African
schools environment. These documents were discussed in detail in Chapter 2 of

this study.

It is deduced from the above documents and discussion that school language

policies should deal with matters such as:

e Language of learning and teaching (LoLT);
e School curricular which include language subjects; and

e Language related duties of the school governing bodies
(DAC, 2003).

When dealing with these matters LiEPs should mainly address the following

principles:

e Retention of home language for learners and encouragement of addition of
another language (DoE, 1997b); and

e Promotion of language equity, language rights and multilingualism (DoE,
1997b).

For schools to implement language policies well, they must first assess their
language skills and needs, and know the current changes as well as proposals of
their government. In all official documents mentioned above, languages to be
used as LoLTs as well as languages to be learnt as subjects were not articulated.
The LIiEP (DoE, 1997b) encourages an approach to multilingual education by
providing two ways. Section 5 subsection 2 (5) of this policy suggests that MLE
can be approached in different ways: the one medium approach, preferably home
language and the learning of additional languages as subjects, or the dual-medium
approach, where both home language and another language are used as LoLTs in
the same classroom. In this way the policy encourages an additive bilingualism
approach, which is the use or the knowledge of at least two languages, one of
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which should be the mother tongue. In addition to this, the policy encourages that
all learners in primary schools from Grade 3 should learn at least two languages
as subjects, the LoLT and an additional language, believing that the LoLT will be
a mother tongue. But it continues to say that at least one of the two additional
languages should be passed. Chapter 3 Section 6 subsection 2 (a and b) of the
National policy pertaining to the programme and promotion requirements of the
National Curriculum Statements Grades R to 12 states that learners should learn
at least two languages as subjects from Grade 1 (DBE, 2011e). The Curriculum
Assessment Policy Statement (CAPS) and the Revised National Curriculum
Statement (RNCS) encourage the teaching of languages in isolation (DBE, 2002a)
by having separate policies for languages, unlike the old National Curriculum
Statement (NCS) or Curriculum 2005 (C2005) which had only one policy
document for Language, Literacy and Communication (LLC) (DoE, 1997a).

Section 5 subsection 2 (6) of the LIiEP further commits that learners or parents
have the right to choose the LoLT but it should be an official language (DoE,
1997b). This translates into any official language may be chosen to be the LoLT
or to be learnt as a subject. This implies that schools may choose different
languages because of their different language contexts and language needs. But
schools must remember that in the process of choosing LoLTs and language
subjects they ensure “equity, practicability and the need to redress the results of
past racially discriminatory laws and practices” (the Constitution of RSA, 1996).

6.2.2  How do the selected schools conform to government’s LIEP?

This section deals with an analysis and interpretation of language policies of five
schools. One school was excluded because it could not produce a written
document of its language policy. This data could not be obtained through other
instruments. Content analysis was used to analyse data from the school language
policies. Qualitative content analysis was used in order “to explore the meanings
underlying physical messages” (Zhang & Wildemuth, 2005). Though other Acts
or legal documents were used, the government’s LIEP formed the major

framework for analysing these language policies. The LIiEP states that any official
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language may be used as LoLT (Section 8) and it further suggests that mother

tongues should be maintained with an addition of other languages (DoE, 1997b).

School language policies and data provided by principals about schools’ profiles
clearly indicate that three schools (D, E and F) opted for a transitional bilingual
policy because they start by using mother tongue medium from Grades R to 3 and
then shift to the English medium from Grades 4 to 7 which was introduced as an
additional language subject from Grade 2. This implies that the English subject
was taught for only two years before it was used as the LoLT. There is nothing
that is stated in the policy about the transitional bilingual policy. The LIiEP states
under The rights and duties of the school that SGBs must stipulate how they will
promote multilingualism in their language policies. SGBs must indicate whether
they will promote multilingualism through more than one LoLT, by offering
additional languages as fully-fledged subjects, applying special immersion or
language maintenance programmes, or through other means provided by the head
of the provincial education department (DoE, 1997b). School A chose a one-
medium policy, but not a home language for the majority of learners. The school
uses a Straight to English medium policy from Grade R to Grade 7. Only schools
B and C have a parallel-medium policy, which includes only Afrikaans and
English from Grades R to 7. No African language is used as LoLT at all. All
language policies from five schools emphasize English as LoLT and as language
subject. This is indicated in the following extracts from school policies:

e The document is titled: School A (pseudonym) English medium primary
school. The first part of this document is also titled: Subject policy for
languages (which implies that it entails issues relating to teaching a
language as a subject). The second part of the same document is titled:
Specific policy for School A English medium primary school for teaching
English in the senior primary classes (No other languages are mentioned
in this document).

e Section 2.6, bullet number 3 of the language policy of School B states

that: English would be the language of learning and teaching and
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Afrikaans the first additional language from Grades R to 7 and Afrikaans
would also be the language of learning and teaching and first additional
language for Grades 4 to 7 Afrikaans learners.

Statement number 3 of the language policy of School C states that: The
languages used for learning and teaching (medium of instruction) are
English and Afrikaans in all learning areas. N.B. The school is a parallel
medium institution.

The first bullet in the language policy for School E states that: the medium
of instruction for learners in our school is predominantly English; ... The
second bullet states that: The medium of instruction is English for Grade 3
to Grade 7; and bullet 3 states that: Grade R to Grade 2 who are speaking
English (home language) and other languages (except Sepedi) their
language of teaching is English. Bullet number 4 states that: Grade R to
Grade 2 FAL for learners speaking Sepedi is English and for learners
speaking Sepedi and other languages it is Afrikaans. This policy further
states that other indigenous languages can be introduced only if the school
meets the minimum requirements of 1:20 in a class.

Section 4 of the language policy of School F states that:

1. The language of learning and teaching in our school for all
Learning areas will be English from Grade 4 to Grade 7. English is
the choice in terms of the First Additional Language.

2. Sepedi will be the LoLT in the Foundation Phase.

3. English will be offered in the Foundation Phase as an additional
language.

4. Sepedi will be provided as the school’s home language.

5. English is the choice in terms of the First Additional Language.

The LIiEP in Section 5 subsection 2 (6) further states that the right to choose the
LoLT is vested in an individual or parent if the learner is a minor (DoE, 1997b).
This clause, however, may suggest that the parents may choose any language
including their non-mother tongue languages like they did in these schools.
According to the principals of ex-Model C schools (A and B), parents are given
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the policy when they apply for admission at their schools. So if they bring their
children to these schools it means they agree to the policy and that is how they
make their choices. So the finding that parents preferred English as LoLT is not
surprising at all. The findings are also in compatible with the findings by Mutasa
(2003) that parents appear to resist change in that they want their children to learn
in English. They do not want schools in townships or rural areas which use

learners’ mother tongue in the Foundation Phase.

The school governing bodies (SGBs) have the responsibility of drawing up
language policies for schools. The main objective of the LiEP in providing SGBs
with the right to formulate their schools’ language policies is to ensure that they
have the responsibility and democratic right to participate in their children’s
education. SGBs represent parents in schools. They are the voice of parents. Some
parents indicated that they did not take part in formulating the policies because by
the time they became part of the SGBs policies had been already formulated. This
finding vividly shows that all the interviewed SGB members did not participate in
the formulation of their schools’ language policies. So, they were never given an
opportunity to review the policies. These findings of this study concur with
Probyn’s (2005a) assertion that the majority of schools’ SGBs are not functioning
effectively (NCCRD, 2000 & Probyn et al., 2002).

Schools offer at least two languages as subjects from Grade 1 to 7. English as
subject is also offered in all schools either at a home language level or as a first
additional language. A home language refers “to the language that is spoken most
frequently at home by a learner”. (DBE, 2010:3). According to CAPS (DBE,
2011b), a home language level refers to the proficiency level at which language is
offered at school and not the native language of the learner. Furthermore, DBE
(2011d) defines the home language proficiency level as a level at which a learner
should reflect the mastery of BICS that is essential for social situations as well as
CALP which is again essential for learning the curriculum contents. According to
DBE (2011d: ix), this home language level must be able to provide “learners with

literary aesthetic and imaginative ability” that will in turn ensure their ability to
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“create, imagine, and empower their understandings” of their world. The
implication is that a home language can also be chosen. A learner or parent may
choose to learn one language at home language level, not necessarily meaning
that the learner is identified or more familiar with that language. The DBE
(2011b) used this definition because it realised that schools do not offer home
language as mother tongue of learners. According to the DoE (1997b), one of the
principles for LIiEP is that of maintaining the mother tongue while providing
access to an effective acquisition of additional languages. In contradiction, in the
two ex-Model C schools, namely School A and School B, no provision for
maintaining mother tongue is made because in School A Sepedi is only offered as
an additional language to mother tongue speakers and English offered as a home
language and as LoLT. In addition to this, School B does not offer any African
language at all. In ex-DET and new schools learners learn home languages and
English as an additional language. It is only in School E where some learners
(Indians) learn English Home Language and Afrikaans Additional Language. The
ex-DET and new schools comply with the principle of LIEP by maintaining
learners’ home languages and adding English to them. Some scholars such as
Meyer (1998); NCCRD (2000); Madiba and Mabiletja (2008); and Heugh (2009)
have previously shown that the majority of schools offer English and Afrikaans
languages as subjects and LoLT. This shows that the majority of schools

marginalise African languages in Limpopo Province.
6.2.3  Learner-language composition

The results show vividly that out of 5403 learners in these six schools
respectively, 3929 speak Sepedi, 607 speak Afrikaans, 245 speak English, 229
speak Xitsonga, 75 speak Tshivenda and 120 speak other languages. This
translates into more than 71% of learners in these schools who speak Sepedi and
more than 84% who speak one of the African languages. Therefore, the majority
of learners in the schools are Sepedi speaking, and a few are Xitsonga, Tshivenda,
Afrikaans and English speaking learners. The proportion of learners according to

home languages in these schools is consistent in all grades. Grade 5 language
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composition in the researched schools shows the same pattern in all schools. The
data provided by principals further indicate that the majority of educators (96 of
154) are also speaking Sepedi as their mother tongue. The rest speak either
Afrikaans, English, Tshivenda, Xitsonga or Setswana. The findings about learner
enrolment according to MT in this study are generally consistent with DBE
(2010b) which shows that the majority of learners in the Limpopo Province speak
Sepedi, Tshivenda and Xitsonga. This finding is further supported by Census
2011 which shows that the majority of the people of Limpopo Province speak
Sepedi followed by Xitsonga and Tshivenda (Statistics SA, 2012).

6.2.4 LoLT and language subject preference

In contrast to learner composition in Limpopo Province, English is the dominant
LoLT at these schools because, according to the data provided by principals, all
schools have English as LoLT (Section 6.2.2 above). In some schools such as
schools C, D, E and F some learners start by using their mother tongue (Sepedi)
and then transit to English after Grade 3; in some schools such as School A and B
they use English throughout their primary schooling; whereas in some schools (B
and C) some learners use Afrikaans while others use English (parallel medium)
for the rest of their primary education. These findings are consistent with the
findings by Singh (2014) who shows that in all 12 schools he investigated English
was used as LOLT either from Grade R to 7 or from the Intermediate Phase to
Senior Phase. The finding further corresponds well with the report from the DBE
(2010) which argues that the majority of learners are enrolled in English medium
classes. Most of the learners are not familiar with English and it is not their
mother tongue. The DBE (2010b) shows that despite the fact that the majority of
learners have African languages as mother tongue, English and Afrikaans are the
most favourable LoLTs. This action underestimates the principle of maintaining
access to learners’ mother tongue as LoLTs (DoE, 1997b) and that if transition to
another language takes place it should not be at the expense of learners’ mother
tongue. The only problem with African languages is that their value is questioned.

It is evidenced by the findings of this study and the previous research (Verhoef,
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1998; Webb, 2002b & Probyn, 2005b) that the majority of the people
underestimate the capability of African languages. This finding accounts for the

transition from mother tongue to English.

The findings from all six schools generally indicate that parents also prefer
English to be their children’s LoLT. Parents believe that using English will help
learners to understand the subject content. The findings compare favourably with
Verhoef (1998) in that the attitude towards English is positive for different
reasons. Reasons for the preference of the English language are common among
many people. Parents in this study showed the preference for English for reasons

such as that:

e Everyone must be able to communicate in English;
e Itisauniversal language;
e Itisageneral language or common language in South Africa; and

e Itis the language of the university.

The finding that the majority of learners prefer to be taught in English is
consistent with the previous research (Probyn, 2005b) which shows that English is
given preference for many reasons. Probyn (2005b) and Webb (2002a) show that
many people think that English is of functional value compared to other
languages. Some of the reasons for favouring English medium are stated in Webb
(2002a) such as that it is educationally fully developed, learning through it will
improve English language proficiency, ensures access to job market, and it is an

international language as well as a lingua franca.

The reasons for not favouring African languages are also given in Obanya (1999),
namely, the multiplicity of languages, multi-ethnic population, the level of
technical development, the negative attitude of African language speakers towards
their languages, lack of personnel and appropriate learning material, the high cost
of education in indigenous languages as well as the inability to wait for the long
term results of mother tongue education. The gap between English and mother

tongue of learners is enlarged because mother tongue or African languages
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education is not supported by the majority of African learners. From the data
provided by principals in all six schools, 71% of learners have Sepedi as their
mother tongue but 76,6% prefer to be taught in English. One would expect the
students to find their mother tongue easier to study than an additional language.
The majority of parents prefer English because they believe that English is the
common language in South Africa. Parents believe that every person in South
Africa can understand and speak English. The reason for this finding probably has
something to do with the perceptions attached to English such as that it is
understandable, tertiary education is in English, it is a business language and so
forth. Heugh (2002c) contrasts this belief by arguing that it is a myth that English
is the only language that can deliver quality education and that African languages
are incapable of doing so.

Findings indicate a significant tendency of teaching English in addition to another
language at these schools. All schools offer English either as home language or
additional language. Ex-model C schools offer English home language and
African languages or Afrikaans as first additional languages. These results negate
the LiEP by maintaining English at the expense of African languages or only
adding African languages to English. The results support the findings of
Kamwangamalu (1997) and Barkhuizen (2002) that more people rate English
higher compared to other languages of South Africa. The overall results and the
previous research (Kamwangamalu, 1997; Desai, 1999; De Wet, 2000;
Barkhuizen, 2002; & Probyn, 2005a ) clearly indicate that the LIEP has been

ignored and the importance of English is overestimated.

The finding that English seems to be more important than African languages to
Africans concurs with Desai (1999) and De Wet (2002) who propound that the
predominant role that English plays in all aspects of South African public life
accounts for the choice made by the majority of parents who want their children
to acquire English. This finding further coincides with Setati (2002) who contends
that many schools offer English in lower classes because the de facto policies of

these schools are influenced by the perceptions that English is a language of
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power and mobility. Furthermore, Desai (1999) argues that it becomes
problematic when parents believe that the best way for their children to learn
would be to have English as a language of instruction. The irony of this finding is
that it is believed that the majority of learners are going to use the mother tongue
at work if they work in their province or in South Africa because in South Africa

every person has the right to use the language of one’s choice.

Learners were asked to state which language they use outside the classroom to
communicate with fellow learners or members of staff. The findings suggest that
51, 5% (which is more than half) of learners use their mother tongue outside the
classroom. But out of that percentage 76, 2% are speakers of Afrikaans and
African languages respectively. Similar findings are reported by Probyn (2005a)
that even if the language of schools is English the majority of learners use their

mother tongue to communicate with their fellow learners and teachers.
6.2.5 LoLT problems and strategies

Generally the findings suggest that learners in all schools experience problems of
learning in English which is an additional language for the majority of learners.
The extent of the problem differs from one school to another due to the linguistic
diversity context of each school. Some learners make spelling errors, some cannot
express themselves well in English and some do not understand the language at
all. In ex-Model C schools the problems are limited as compared to ex-DET and
new schools. But generally they all have problems. This finding concurs with the
previous research (Cummins, 1991; De Klerk, 1995b; Myburgh et al, 2004;
Probyn, 2005a; HSRC & University of Limpopo, 2008; etc.) which indicates that
the majority of learners find it difficult to cope in classrooms which rely solely on
an additional language rather than using learners’ mother tongue. Heugh (2011)
further show that early exit to a new additional language restricts the effectiveness
of that language. This implies that if a language can be well mastered before
introducing it as LoLT, its use will produce significant results.

The findings concur with Myburgh et al. (2004:576) who maintain that:

206



“Teaching and learning in a L2 or L3 causes a breakdown in

communication between the teacher and learner.”
The findings further assert that:

“...effective learning can only take place if the teacher and learners
have a common understanding of the concepts of what the teacher
is teaching” (Myburgh et al., 2004:576).

These findings are in line with the report of the study conducted by the Human
Science Research Council (HSRC) and University of Limpopo (2008) which
argues that the late introduction of additional language or home language and the
early transition to English as LoLT makes learning impossible for learners. The
study therefore argues that the problem is the time when to move to an additional
language.

In addition to this finding, | support the view by Cummins (1991) and De Klerk
(1995b) who argue that learners whose minority language is marginalized do not
perform better as compared to those who speak the majority language. Minority
languages in this study refer to marginalized languages or languages without
power even if they are spoken by the majority (UNESCO, 2003a & 2010).
According to Cummins (1991), learners must attain cognitive and academic
language proficiency (CALP) in their mother tongue before they can use an

additional language because language skills are transferrable.
6.3 Theoretical implications

The results summarised above highlight several issues about the possibility of the
transition to multilingual education in the schools of Limpopo Province. The
issues highlighted include the linguistic diversity of the Limpopo Province, the
teachers’ implementation of a transitional model, the use of code-switching by
teachers and learners, the relationship between home language and LoLT and the
problem of implementing multilingual education. These issues are examined

below.
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6.3.1  Linguistic complexity

The linguistic differentiation in Limpopo Province creates a very complex
environment for implementing multilingual education, especially with regard to
mother tongue. The results of this study show that at least five (5) languages,
namely Sepedi, Tshivenda, Xitsonga, English and Afrikaans, are used widely as
home languages and LOLT in these six schools. The results compare well with
DBE (2010a) which reveals that the same languages were widely used in schools
of the Limpopo Province in 2007 and 2008. As shown in StatsSA (2012),
Limpopo Province consists of all 11 official languages with three major
languages, namely Sepedi, Xitsonga and Tshivenda. Among others, Afrikaans and
English are the minority. But because English and Afrikaans are widely used in
official domains, they are the majority languages and the other three African
languages are the minority languages in terms of functional languages. All these
major languages are spoken in Capricorn District. The African languages are
regionally concentrated, but they are all represented in the Pietersburg Circuit.
According to principals of ex-Model C schools, this linguistic situation creates a
very serious problem of choosing a LoLT and language subjects. Principals of ex-
Model C schools argue that it could be simple in some regions where only one
language is spoken by the majority because it will serve as home language or
mother tongue at school. The language will therefore be the LoLT and the home
language subject in schools in that region. Pietersburg Circuit is as multilingual as
South Africa itself. UNESCO (2010) maintains that multilingualism may not
cause crises. It further asserts that policy makers, referring to SGBs in this
context, should know the linguistic nature of their schools. Therefore, they must
research about the linguistic profile of their institutions and develop policies

accordingly.

Another major problem is the choice of mother tongue which is noted in Madiba
and Mabiletja (2008) that the majority of learners in Limpopo Province do not
have a home language. The learners identify themselves as Northern Sotho
(Sepedi), Tshivenda or Xitsonga speaking. According to Webb et al. (2004:125),
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Northern Sotho comprises about 27 regional dialects of which some are not
mutually intelligible. The problem is that the standardisation of these languages is
usually based on one dialect. Other dialects are excluded. For example, the
standard Northern Sotho language which is used in the classroom is mainly based
on Pedi dialect and Tshivenda is based on Tshipani. This implies that only
learners who speak Pedi, for instance, will benefit more than other learners if
Northern Sotho can be used as LOLT. As a result of this problem, Webb (2004)
made a call for re-standardisation of Northern Sotho to encompass the whole
community. For some learners in Limpopo Province, using mother tongue as
LoLT may create more problems, but for some learners it will be beneficial.
Many learners in the Limpopo Province identify themselves with the Northern
Sotho standard language even if they do not belong to the Pedi dialect which
might mean that they can engage well with subject content if they can be taught in
that language. No one might be excluded and will be covered by the process of re-
standardisation of language. This is in contrast with Khuchandani (2003) who
argues that invented or artificial languages do not provide benefits to learners and
it is the same as if learners learn in a second language. In this study | argue that
languages such as Northern Sotho, Tshivenda and Xitsonga need to be re-
standardised to include all dialects and teachers need to be retrained to teach in
these African languages. Afrikaans and English speaking learners in the Limpopo
Province learn through their mother tongue and learn either an African language,
English or Afrikaans as additional languages. This means Afrikaans speaking
learners learn through their mother tongue and learn English as an additional
language whereas English speaking learners learn through English and learn
Afrikaans as an additional language. Only African languages speakers experience
problems of not learning in their mother tongue. Resources to develop these
African languages in Limpopo Province should be provided to enhance or fast-
track their development.

According to Webb et al. (2004), another strategy to eradicate this problem is to
address the problem of negative attitude towards the African languages. Language

planning such as corpus, status and acquisition development and language
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management has to be revisited. Considering the language composition of
learners in Limpopo Province and the suggested strategies to deal with the
implementation of MLE, it is highly possible that the transition to MLE could be
realised.

6.3.2  Teachers’ transitional model

The principals’ questions and policies of the majority of schools confirm that
teachers implement the transitional model of LoLT. The findings show that the
transition occurs from mother tongue to English LoLT. All ex-DET and new
schools in this study report to have mother tongue from Grade R to Grade 2 or
Grade 3 and English from Grade 3 or Grade 4 to Grade 7 as LoLT. Sections 7 and
8 of the LIiEP that deal with language as a subject and LoLT respectively do not
specify languages. Any official language can be chosen as LoLT in any level of
education, but Section 5 subsection 5(2) of the LIEP emphasises an additive
approach to multilingualism (DoE, 1997b). This means that if the policy is read
holistically, it suggests that learners should maintain their mother tongue with the
addition of another language (English). An additional language, which is English,
should not replace mother tongue as LoLT. Mother tongue should always be the
preferable LoLT and English be learnt in addition to mother tongue as a subject of
learning or else the transition should be considered very late in school years.

There are problems, however, relating to this trend of implementing a transitional
model such that as the transition occurs early, there is no information about
evaluating learners’ competence before introducing the new language as LoLT,
the linguistic context of schools is not considered and teachers have not received
any training to handle the transition well (McCallum, 2004). According to Brock-
Utne (2010), children from high and middle income classes can cope with the
transition because their parents can help them through education that is offered in
English. In contrast, the 2006 Progress in International Reading Literacy Study
(PIRLS) (Mullis et al., 2007) as well as Moloi and Strauss (2005) found that the
majority of South African learners at Grade 4 and 5 levels cannot read. This

indicates that at these levels language proficiency is very low.
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According to Heugh (2011), the implementation of CAPS is more likely to
promote early exit to English. This practice leads to lack of development in
academic proficiency. Heugh (2011) argues that the transitioning occurs before
learners could develop adequate academic language proficiency in mother tongue.
She further maintains that the new curriculum limits the transfer of cognitive
language competencies across languages (Heugh, 2011). In addition, the PIRLS
2006 International Report confirms that our policies create problems because they
recommend that mother tongue should be used for teaching from Grade R to
Grade 3 instead of extending MTE to more years (Mullis et al, 2007). | agree that
this tendency denies learners in South Africa the opportunity to develop in their
mother tongues which will help them to participate actively as citizens of this
country and in the world society at large.

The previous research by UNESCO (2006) suggests that the transition to English
should not occur before six to eight years of schooling. UNESCO (2006),
therefore, argues that learning through mother tongue for three to four years is not
enough. In addition other reports (Thomas & Collier, 2002; & Alidou et al., 2006
d) conclude that learning in mother tongue for the first six to eight years of
schooling creates a better opportunity for academic performance. To emphasise,
these reports by various scholars argue strongly that learners should not be
engaged in transitioning to English before they reach an adequate academic
proficiency in mother tongue.

The studies by Benson (2002 & 2009) as well as Thomas and Collier (2002)
confirm that the successful way of transitioning from mother tongue to English is
to gradually introduce a language as subject of study before introducing it as
LoLT. The language should never be used as LoLT before six years of formal

schooling.

Cummins’s (1978) theory acknowledges the importance of additive bilingualism
which seems to have been designed for the transition to English. The threshold
hypothesis emphasises transitional bilingual education rather than maintaining

mother tongue. According to Cummins’s (1978) threshold hypothesis, there is the
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minimum level of competence required for a child to develop in the first language
(L1) in order to achieve cognitive development when exposed to learning in a
second language (L2). Cummins (1978) stresses that a high level of competence
in the L1 will cause a high level of competence in the L2. This, however,
addresses a problem of immigrants where they are being prepared to be
incorporated into a country that is using a single dominant language such as
English. One wonders whether this should be the case where local languages are
different from English. Nevertheless, this study and others have now revealed that

English is perceived as desirable even if it is an exogenous language.
6.3.3  The usage of code-switching

In the process of implementing transitional model, teachers use code-switching
and code-mixing. Code-switching in the classroom refers to the use of two
languages in a single conversation. There are instances when teaching takes place
in two languages concurrently or when one language is used for teaching and
another one for assessment. In this study it refers to the use of English which is
the major LoLT and learners’ mother tongue which is mainly an African
language. The following example shows how code-switching is used in some ex-
DET schools. The teacher was teaching about how learners must play athletics.
The teacher taught learners about track events. She said:

You must run in your own track because ge o ka tSwa ka mo
trekeng ya gago you are going to be disqualified. Le ge o ka tSea
number one ba tlilo re o tseneletSe. O kreya motho wa gona a
thoma a kitima a le ka mo, a feleletSe a le ka mola. When you run
tSa di track events bana ba ka, you must run straight in your own
track.

TR: [You must run in your own track because if you can get out of
your track you will be disqualified. Even if you can obtain first
position they will say you went into someone’s track. You find that
you are in this track, but you end up being in that track. When you
run track events, my learners, you must run straight in your own
track.]
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This finding corresponds with the previous research by Meyer (1998) and Madiba
and Mabiletja (2008) by arguing that both teachers and learners in ex-DET and
new schools use a combination of mother tongue and English. Brock-Utne and
Holmarsdottir (2003) demonstrate that the problem does not exist only in the
Limpopo Province because their findings also show that, even though the school
policies in the Western Cape schools declared that a transition from an African
language to English is taking place, the case is different. Many teachers are code-
switching between African language and English. The major reason for using
code-switching is found to be teachers and learners’ limited proficiency in the
LoLT which is mainly English (Desai, 2001; Brock-Utne & Holmarsdottir, 2003).
Scholars such as Setati et al (2002), Ferguson (2003) and Brock-Utne (2004) have
noted that there are curses and blessings arising from using code-switching.
Madiba and Mabiletja (2008) note that code-switching is a productive strategy for
teaching in a multilingual context. On the contrary, Brock-Utne (2004) sees code-
switching as a danger because it is practiced illegally. The illegal practice implies
that there is no means of supporting this strategy by the Department of Education.
This way of using code-switching may be detrimental to learner performance.
Hornberger and McKay (2010), however, maintain that code-switching is not

detrimental to the acquisition of the target language.

The majority of scholars, including Creese et al. (2008) as well as Hornberger and
McKay (2010), support the use of code-switching because it is used, among other
things, to meet a wide range of classroom needs, to help with comprehension, to

encourage learner participation, to clarify concepts and many more.

The issue of using code-switching as a strategy needs to be evaluated and
researched further in order to give the necessary support and plan the way to deal
with its curses. The use of code-switching also shows that in practice a dual
medium instruction situation potentially exists in various ex-DET schools and this
is in contrast with the widely held perception of transition to English as a medium
of instruction while maintaining mother tongue only as a subject. This confirms

that, however important English may be regarded; the conditions for using this
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language as a medium of instruction are affected by the inadequacy of resources
as teachers themselves are not proficient in this language. The question would be
why should the country stress itself with the implementation of a transitional
model that leads to subtractive bilingualism while it has linguistic resources that
will give learners immediate access to knowledge rather than spending years

trying to master an L2?
6.3.4  The relationship between home language and LoLT

Section (6.2.4) above indicates that parents prefer English as LoLT over African
languages. The reasons for the preference of English are also listed in that section.
Most of the time people favouring English LoLT do not consider the pedagogical
motivation when choosing English. The Language of Instruction in Tanzania and
South Africa (LOITASA) project found that most countries continue to choose
English because the choice has to do more with power than with pedagogical
reasons (Brock-Utne et al, 2003). In this study parents found that policies were
already drawn up and they were given policies or languages to choose from when
they applied for admission. These parents were not aware that learning through
mother tongue does not hinder the child’s ability to learn and develop skills in
another language. Research (Benson, 2002; Thomas & Collier, 2002 and
UNESCO, 2011) shows that academic language skills and development of
literacy are learnt by maintaining mother tongue language abilities. This may in

turn lead to a better second language performance (UNESCO, 2011).

The additive relationship between home language or mother tongue and the
language of the majority (English) was shown by Cummins’s (1986) study, which
was in line with his interdependence hypothesis. The hypothesis maintains that
when children are supported adequately in acquiring mother tongue to the point of
attaining academic language proficiency, they can transfer these skills to the
majority language. He further asserts that it needs both motivation to learn the
majority language and also exposure to that language.
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The gap between home language and English has been enlarged by the attitude of
teachers, parents and the departmental officials towards both languages. All
stakeholders should be made aware that they should look into the pedagogical
reasons for choosing a language of education than other reasons, more especially
because English can still be learnt and used effectively even if it is not the LoLT.
According to Desai (2003), the most important things that learners need to acquire
English language skills are quality English language lessons which are taught by
more proficient, well trained and experienced teachers. It does not need to be used

as LoLT to acquire knowledge in that language.
6.3.5  The relationship between MLE and development

Generally the findings of this study indicate that there is reluctance in some types
of schools, and more specifically former Model-C schools, to implement
multilingual education because they doubt the ability of African languages to
perform the educational function adequately, particularly in higher education.
Schools prepare learners for tertiary education and the work-place. The findings
that the majority of learners in primary schools have difficulty coping with using
English as LoLT are further indicated in Desai (1999), Heugh (2002b), Nomlomo
(2008 & 2009) and Probyn (2008). This problem is further reported by Cummins
(2000) who said that learners who attain the Basic Interpersonal Communicative
Skills (BICS) level also have difficulty using a language that is not familiar for
academic purposes. Cummins (1991) further shows that learners need to acquire
Cognitive Academic Language Proficiency (CALP) in their first language or
mother tongue before they can use a second language, English in this case, for
teaching and learning. It has been already stated elsewhere in this study that
previous research (Thomas & Collier, 2002; Moloi & Strauss, 2005; Mullis et al.,
2006; DBE, 2010a & Pretorius, 2014) have found that there is a low level of
literacy among learners in South Africa as a whole. The findings of such research
clearly show that it is essential for a learner to acquire CALP in the first language
(L1) or home language to transfer skills to a second language (L2) or an

additional language.
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Pattanayak (1981) and Prah (2005) confirm that mother tongue instruction is
significant for, among other things, improving people’s self-confidence,
establishing group identity, self-affirmation, concept formation, creativity and
imparting social values. If learners can achieve all these, it means they have
developed. In addition to this, Mutasa (1999 & 2003) indicates that mother tongue
instruction makes it easier for learners to grasp learning concepts because they
will be able to read the learning materials by themselves. This will result in
improved learning achievements, a low drop-out rate, better adjustments, cultural
preservation and self-confidence in learners. He further argues that African
languages development can enable speakers to participate well in economic
activities and national affairs (Mutasa, 1999 & 2003). These actions are indicators
of development. Several researchers (Skutnabb-Kangas, 2000; Benson, 2009;
Brock-Utne, 2010 as well as Heugh & Skutnabb-Kangas, 2010b) show that when
a language which is not familiar to learners is used it becomes a barrier to
learning. In addition King and Benson (2004) maintain that the adoption of
mother tongue instruction is pedagogically more efficient. Heugh (2006) shows
that unfortunately mother tongue education programmes do not last longer

because schools exit too early to using a second language (English).

According to UNESCO (2010), linguistic and cultural diversity do not affect
economic development negatively. Instead, they lead to economic growth because
more people will be empowered and creative. UNESCO (2010) further indicates
that, according to the research, many people participate in the informal sector
where they use local languages most of their time. As a result, MLE will equip
learners with the necessary competencies to effectively participate in this sector. It
further illustrates that people from a MLE system will be able to participate
actively in local institutions and organisations as well as in many community

programmes at all levels.

In multilingual education the focus is not on the possibility of learning and
teaching through African languages only, but African languages should be used

together with an additional language (such as English) and a regional language
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where possible. Thus, African languages should be maintained in addition to other
languages. It has been already indicated that this may be done by introducing
mother tongue instruction with the addition of other languages or by
implementing parallel medium; and this may be considered as an adequate
transition to multilingual education within an African context (where English
exists as an exogenous language, yet is also desirable as a language of global

communication and economic betterment).
6.3.6  The implementation of multilingual education in schools

Factors such as linguistic complexity of schools, the relationship between home
language and LoLT, and the attitude towards the relationship between MTE and
development influence the way in which multilingual education is implemented in
schools of Limpopo Province. For instance, schools have to implement policies
differently due to the different linguistic contexts in which they operate. Schools
must look into different factors affecting teaching and learning, but in many cases
they have ignored the linguistic and pedagogical factors associated with these
processes. Heugh (2009) argues that people are mistaken by believing that
teaching and learning is taking place if learners learn through the medium of
English whereas they have African languages as mother tongues. This situation
indicates that in such schools where the stakeholders hold this belief they will
either opt for English only or an early-exit transitional model. It implies that
implementing multilingual education will not happen if parents are still holding

this view. All stakeholders must know and implement their responsibilities.

The question still remains as to how should South African schools implement
MLE? The answer is that, based on the findings of this study, the results could not
be generalised. The working model proposed by this study could be applicable to
any school with a similar situation to the Limpopo schools. As a result, the answer
will be based on the fact that South Africa has a variety of languages spoken in
different regions. Furthermore, schools have different linguistic complexities as

well as various factors limiting adequate transition to multilingual education.
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6.3.7 Towards an MLE model in South Africa

Having said that, and assuming that all other factors are addressed in other studies
or are in the process of being addressed, this study suggests the following model

for South African Schools:

MTE: Transitional: Dual medium:

MT (first 6 - 8 years) to .
MT (LoLT) & Both MT MT (first 6 years) + L2
& additional language L2 & both languages + as LoLT & both

; second additional
taught as subjects language taught as languages taught as

Grade R to Grade 12 subjects subjects

[

ﬂnplementation strategies/applicatiom

-Advocacy & awareness programmes
-Development of languages (MTs)
-Re-standardisation of languages

-Production and translation of learning
material

-Training of teachers (multilingual teachers
a pre-requisit)

o J

Figure 6.1: Towards a working model for MLE in South Africa: MTE or late

transition to additional languages as LoLT
The purpose of this model is to:

e Provide MTE to all schools or facilitate the smooth and gradual transition
to additional languages as LoLTs which should not take place before the
completion of six years of school.

e Eliminate linguistic problems resulting from learning in a language that is
not the mother tongue and that is not well understood.

This model entails that every learner must learn through the mother tongue (home
language or L1) from Grade R to Grade 12 with the addition of an additional
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language, preferably the language of wider communication as early as from Grade
1. In this case mother tongue should mean any language that a learner speaks at
home and comes to school with. This should be the language that a learner knows
very well. In cases where there is a regional language which is not the mother
tongue for the majority of learners, that language should be added as a second
additional language again as early as from Grade 1. This implies the opportunity
to introduce a third language (L3). A dual-medium might be an alternative when a
learner has fully developed CALP level in the L1. Transition to an additional
language should be possible but after six to eight years when learners have
achieved CALP and an additional language should never be used at the expense
of MT. Each school must offer an African language at home language level in all
grades. African languages may differ according to regions. But where many
African languages are represented all of them must be taught depending on the
principle of practicability. This should be a long term model for Limpopo

Province.

It should be implemented strategically in phases like when a new curriculum is
implemented. The implementation processes should include the development of
languages (MTs), the production of quality learning and teaching material as well
as adequate and quality teacher training in the target languages. Producing
teachers who are multilingual in the languages of the province should be a
priority. Implementation should be done in the form of projects which are
monitored by the government. Government must also consider involving the
NGOs and universities in the implementation and monitoring of the process.

Advocacy and awareness programmes should also be considered.
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6.4 Conclusion

The findings of the research conducted in Chapter 4 and presented in Chapter 5
provided the baseline information to answer the research question and to establish
the extent to which schools conform to the LIEP and transitioning to multilingual

education.

It has become evident that teachers and parents are not aware of the LIiEP and
their own school language policies. This was clearly articulated in their responses

to some of the questions and confirmed by observation of teachers’ practice.

Principals’ interviews confirmed what was observed in and outside the classrooms
that in ex-DET and new schools the most common used languages are African
languages. Code-switching is also observed and used by the majority of teachers
in classes to overcome a language barrier that they experience. The results of this
study are also common in other schools in the province and worldwide as this is

evidence in previous research.

Learners and principals’ questionnaires were used to triangulate and strengthen
the validity of the findings. The questionnaires confirmed the findings from

interviews and observations.

This chapter concludes by indicating that the transition to multilingual education
is likely not to be realized as there is a need to work out the problem of the
country’s attitude and reluctance to produce material in African languages and

also to extend mother tongue instruction to more years.

This study further suggests a model which derives from the data analysis in the

previous sections and the model is described in section 6.3.7 above.

The next chapter deals mainly with the summary, recommendations and the

general conclusions of this study.
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CHAPTER 7

SUMMARY, CONCLUSION AND RECOMMENDATIONS

7.1 Introduction

The purpose of this chapter is to conclude the study by reviewing each chapter,
which is followed by the presentation of the summary of the findings, the
contribution of the study, the limitations of the study as well as suggestions for
further research. The purpose of this chapter is further aligned with the last
objective outlined in Chapter 1 which was to propose contextualized practical
pedagogical recommendations as a solution to a problem encountered with
regard to the transition to multilingual education in a situation such as that of

South African schools.
7.2 Review of the study

Chapter 1 gave the overview of the study. The main purpose of Chapter 1 was to
state the problem and give the background information to illustrate why the
problem needs to be researched. The chapter also outlined the aims of the study,
research questions and research design. This study attempted to answer the main
question outlined in Chapter 1: How is the transition to MLE practiced in South

African primary schools? Other subsidiary questions were also addressed.

Chapter 2 focused on an extensive literature review. The main purpose of
literature review was to establish the research that has already been done in the
world, in South Africa, and particularly in the Limpopo Province, and theories
that are grounding the field of research. The literature review revealed that
extensive research was conducted in the field of multilingual education in the
world and in South Africa, but the focus and context were different from this
study. Several projects focused on using a second language (L2) as LoLT and
other on second language acquisition.
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In Chapter 3 the focus was on theories and models that form the basis of this
research. Cummins’s interdependence and threshold hypothesis were discussed.
Cummins’s theories focused mainly on transition to a second language and the
time when that transition can occur. Cummins’s theories also indicate the level of
proficiency required before switching to learning in a second language. Therefore,
Cummins’s theory helps to explain why it is necessary to implement transitional
multilingual education because it emphasizes the start of schooling with mother
tongue until the child achieves academic proficiency in that language before
switching to a second language. The theory makes a distinction between basic
interpersonal communicative skills (BICS) and cognitive academic language
proficiency (CALP) which suggests the appropriate time to switch to the use of
another language. The common underlying proficiency model (CUP) of Cummins
illustrates the importance of an adequate development of proficiency in the child’s
mother tongue or first language on the second language. Furthermore, models of
bi/multilingual education were discussed. The chapter concludes by showing that

not all theories and models are relevant for this study.

In Chapter 4 the consideration was on the research design and the methodology of
this study. The study selected mixed methods research which is mainly qualitative
because more data is collected by interviews, observations and documents.
Questionnaires were used only to get the overall idea of language usage in schools
in terms of numbers for triangulation purposes. Six schools were researched and
only Grade 5 classes were included. Learners, teachers, principals and SGB

parents participated in the study.

In Chapter 5 the focus was on presenting data that were collected through
questionnaires, interviews, observations and documents as a step towards
answering a research question. Furthermore, the data presented in Chapter 5 were
intended to fulfil the aim of this research. Data were displayed by the use of

tables. Errors made by participants were not corrected to maintain authenticity.
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Chapter 6 attempted to analyse and discuss the data that were presented in
Chapter 5 as a step towards answering the research questions as well as fulfilling
the aim of this study. The LIEP and other formal official documents formed the
analytical frameworks for this study. The analysis of the study showed that
schools did not conform to government’s LIiEP in that learners or their parents
were not given the opportunity to choose their LoLTs and teachers implemented
transition to English, not transition to a multilingual education as the policy
suggested. Most of the times, teachers were code-switching between English and

Sepedi instead of using English as the LoLT as per their claim.

This chapter (Chapter 7) is designed to conclude the study by giving an overview
of the study, a summary of the findings discussed in Chapter 6, followed by the
contribution the study has made or the relevance of the research, and then,
recommendations based on the findings analysed in this study. Furthermore, the
chapter highlights the limitations of the research and the suggestions for further

research.
7.3 Summary of the findings

The major findings derived from the empirical data of the study discussed in

Chapter 6 and the literature can be summarized as follows:

e The majority of schools in the Pietersburg Circuit are multilingual. The
schools consist of learners who speak all the major languages of the
Limpopo Province. The major languages of this province are African
languages, namely Sepedi, Xitsonga and Tshivenda (StatsSA, 2012).

e English is the predominant LoLT in language policies of the schools. But
in practice teachers and learners in most schools use code-switching in
class.

e Parents show preference of English because it is the only option they are
presented with at schools. These parents chose English when they apply
for admission of their learners at various schools. Sometimes they take

their children to the schools in town where mainly English is offered.
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African language speaking learners are forced to choose English as home
language in former Model C schools, and some learners in ex-DET
schools have English as first additional language. This means that all
learners learn English either as a home language or as an additional
language.

Most African learners in all schools experience learning difficulties
relating to LoLT.

Only a few schools have remedial classes to deal with problems relating to
LoLT.

Teachers are experiencing problems when teaching learners who are not
doing well in the LoLT. Furthermore, teachers are not able to help learners
with language problems because teachers themselves use L2 in teaching
which some are not proficient in.

Some parents lack knowledge of schools’ language policies. They seem to
be excluded from the formulation and selection of language policies. As a
result, they are not familiar with what school language policies entail. This
further indicates that the majority of SGBs are not aware of their roles and
responsibilities with regard to language policy formulation.

Some parents accept that their children are experiencing problems when
learning in a language that they do not understand, but they have no choice
as they want their children to be in these schools.

Learners in ex-DET schools have problems with the transition from
mother tongue to English as LoLT. The teaching and learning changes
from mother tongue to English before learners are ready to use English as
LoLT.
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7.4 Contributions of the research

The study aimed to answer the main question regarding how the transition to
MLE is effected in South African schools. The main aim of this study was to
analyse the situation of LIEP implementation in South African schools with
particular reference to primary schools of the Capricorn District in the Limpopo
Province. The analysis was also aimed at addressing the issue of LIiEP
implementation and language practice as well as investigating whether schools
comply with the pedagogical motivations and theories dealing with the transition
to multilingual education. The study also aimed at proposing a model that will be

suitable for South African schools.

The study contributes to a growing body of literature on language in education
policy implementation in several ways. The research filled the gap in the literature
that deals with transition to multilingual education by providing a distinct case
focused on South African schools. Various studies have focused on issues such as
transition to a second language, the choice of language of instruction, and
language proficiency. This study has used a case study based in Limpopo
Province to demonstrate how schools implement language policies in the country

taking into consideration similar characteristics also found in other provinces.

This study has also incorporated the language management theory in its
theoretical framework to show how language planning can be dealt with in
complex situations. Cummins’s theories became critical in explaining certain
aspects of transition to MLE. However, the theory has been found lacking when
there is an emphasis on the L2 as the LoLT. Thus models of MLE were used to
show choices that are available for sustaining additive multilingual education in a
country such as South Africa. The application of various theoretical frameworks
clearly illustrates a need for an integrated approach in dealing with language

planning issues in multilingual schools.
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7.5 Limitations of the study

This study has some limitations that require further research. Firstly, although the
study can provide description and information on a situation that can also affect
other contexts, the study of only six schools cannot be conclusively generalized to
different contexts without a study that will also cover other provinces. The
language situation differs from one country to another, from province to province
as well as from one school to the next. The implication is that language education
programmes might be implemented differently in different contexts. It remains a
duty of future researchers to explore the ideas presented in this study within other

contexts.

Another limitation of this study is that only parents in SGBs were interviewed.
Future studies may include also parents who are not SGB members. The study did
not include independent schools, all learners and teachers and all parents for

generalisable findings.

The study showed that the research methodology and the analytical techniques
need to be refined to accommodate other types of schools and all stakeholders as

well as the general limitations stated above.
7.6 Implications and recommendations

The findings and recommendations of this study have implications for language
practitioners and language planners. The language policies and practices at
schools can be viewed as a way for English to dominate African languages
because English seems to be the major LoLT in all schools’ language policies
despite that more code-switching take place in some schools.

Another implication is that DBE, teachers and parents are not prepared to
introduce other languages than Afrikaans and English as LoLT beyond the
Foundation Phase. DBE have not produced LTSM to support the principles
outlined in the policy; teachers are not adequately trained for multilingual
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education; and parents are not well informed about language policy issues and

multilingualism approach at schools.

This section provides recommendations regarding the implementation of
multilingual education in schools in South Africa. The study showed that
bilingual or multilingual models that were introduced in other countries might not
be applicable to the South African situation because of the country’s linguistic

diversity and context which is very different to other countries.

The following suggestions and recommendations based on the previous research

and the present findings need to be adopted:

e There must be adequate teacher training. The present teacher training
programmes should incorporate new strategies to deal with implementing
multilingual education policies at schools and there must be in-service
training for teachers who are already in the field. The programme should
comprehend the specific requirements for multilingual education and
allow teachers to use mother tongue as well as the development of African
languages.

e The Department of Education must develop a programme which will be
part of the curriculum for increasing language skills before the language
can be used as LoLT. The programme should focus on the adequate
language proficiency requirements for LoLT languages. In the case of the
researched schools the programme should encompass both mother tongue,
regional language (if applicable) and English.

e There should be production and provision of learning materials in
indigenous languages even where the language is not used for LoLT. This
will allow all African languages to develop.

e The standardisation of other languages such as Northern Sotho should be
reviewed to accommodate all regional dialects.

e There should be adequate and well-trained translators to translate the
learning material. The Department of Education should work closely with
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7.7

universities and non-governmental organisations (NGOs) to produce
skilled and knowledgeable translators who will translate and produce
quality learning materials in indigenous languages. The translations should
accommodate the diverse African cultural beliefs and practices.
Departmental officials should conduct regular workshops to ensure that all
stakeholders understand the MLE framework and language
implementation strategies for their school situations.

Language bodies at national and provincial level, including NGOs, may
conduct language policy awareness campaigns aimed at parents and
teachers. Events may focus on language policy implementation strategies
and the role of parents and teachers at school level to ensure that learners
benefit from their education. Schools and individuals should be rewarded
in the form of incentives for implementing language policies correctly.
The Department of Education should develop language management
programmes that can be monitored at provincial and school level. The
programmes should focus on both the simple and organized language
management processes.

The general model that should be adopted by the Department of Education
is that: Learners must learn through mother tongue for the 12 years of
schooling and learn an additional language(s) alongside the mother
tongue. English as an additional language should be taught or learnt in
such a way that all learners will acquire CALP at the end of the 12" year.
Mother tongue should also be taught in such a way that it allows learners

to acquire CALP so that it can be adequately used as LoLT.

Suggestions for further research

This study has primarily focused on Grade 5 learners and their teachers. Future

research needs to focus on other grades in the Intermediate Phase and all parents

of learners in primary schools. There should be a study focusing on the readiness

of learners before switching over to another language as well as an action research

which will place learners in a multilingual education programme for up to at least
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eight years or the end of primary schooling to establish how effective the
programme will be. Furthermore, a study is needed to incorporate schools which
are in remote rural areas where one dialect of a standardized language is used.
Another study is needed whereby the impact of teachers who are equipped with
the necessary methodological skills to teach in learners’ mother tongue and also to
switch from using mother tongue to MLE is evaluated. Another future study
needs to focus on the attitude of parents towards the LoLT and the awareness of
the benefits of multilingual education.

7.8 Conclusion
This chapter considered the overall conclusion of this study.

The purpose of the study was to examine how the transition to multilingual
education is effected in South African schools and to analyse the LiEP situation in
selected schools. It set out to achieve these aims through the use of mixed
methods. The research involved Grade 5 learners, teachers, parents and principals
of six primary schools in the Limpopo Province. The study has highlighted the
complexity of the issues revolving around multilingual education. The research
indicated that context plays a crucial role when dealing with language usage and
the implementation of language policies in schools. Studies of theoretical
frameworks such as Cummins’s theories, bi-/multilingual education models as
well as language management theory were also necessary to provide insight about
issues to be included in language in education policies and language programmes.
The data from the Limpopo Province shows that the majority of learners in these
schools speak Northern Sotho (Sepedi) as mother tongue, but use English as their
LoLT. The data further shows that teachers and learners experience problems
regarding the use of English as LOLT and these drive teachers to code-switch. The
language policies of schools address language as LoLT and language subjects and

do not draw from the national LIEP by promoting additive multilingualism.

It is acknowledged that it is not possible to make conclusive generalisations from

this data because of the limitations that were already discussed above. It is
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indicated that the six schools are almost the same as compared to other schools in
South Africa regarding language backgrounds. Similar studies may produce
similar results in other schools because schools are not totally unique from one

another.

The study is concluded by giving recommendations that are driven by the
findings. The recommendations endorse the research questions as well as
suggesting ways to implement multilingual education strategies in schools such as
those in the Limpopo Province. Suggestions for further research conclude the

study.
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APPENDIX B1: CONSENT FORM FOR PARENTS

Dear Parent

I am a student in the Department of Linguistics at the University of South Africa (UNISA). | am
conducting a study on The transition to multilingual education in South African schools. The
main aims of this study are to:

e Examine the South African government’s policy initiatives at national, provincial, and
institutional levels, particularly with regard to language education.

e Analyse the situation of language-in-education policy implementation in South African
schools, particularly the previously disadvantaged black schools. The analysis will
address the issue of language-in-education policy implementation and practice.

Through participation of your child, | hope to understand amongst other things the claims made
by the government’s language policy, problems encountered in this trend and if it affects the
implementation of multilingualism in schools. | therefore request permission for your child to
participate.

Your child will be asked to fill in a questionnaire and be observed in class. No other record will be
required. The project will be explained in terms that your child can understand, and your child will
participate only if he or she is willing to do so. Only | and my supervisor will have access to the
information your child gives. At the conclusion of the study, children’s responses will be reported
as group results only. A summary of group results will be made available to parents on request.
Please contact me (the researcher) on any of the above contact information.

Participation on this study is voluntary. Your decision on whether or not to allow your child to
participate in the study will never affect the services normally provided to your child by the
school. Your child will not lose any benefit as a result of participating in this study. Even if you
give permission that your child will participate in this study, he or she is free to refuse to
participate. If your child agrees to participate, he or she is free to end the participation at any time.

For questions and further information, please do not hesitate to contact me on the above contact
information, preferably call or email.

Please indicate if you agree or do not agree to participate in the survey by a tick in the appropriate
box below and return this letter to the principal. You will be given a copy after you have signed.

| agree I do not agree
Signature of Parent/Guardian Name of Parent/ Guardian (Print)
Name of the child (Print) Date
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(Northern Sotho version of consent form)
FOROMO YA GO LOKOLLA NGWANA
Go Motswadi

Ke moithuti wa lengwalo la bodokotere (doctoral) lefapheng la tSa polelo le maleme, Unibesithing ya
Afrika Borwa (UNISA). Ke dira dinyakiSiSo mabapi le go tsenywa tiriSong ga molao wa go ithuta ka
maleme a mabedi goba go feta dikolong tSa Afrika Borwa. Ke kganyoga go tseba gore ke maleme afe
ao a diriSwago dikolong le gore naa seo se amana bjang le tiriSo ya molao wo wa maleme a thuto wa
1997 (Language in education Policy). Dinyakisiso tSe di nepile go nyakeng mokgwa goba tsela yeo ka
yona go ka tsenywaga tiriSong molao wo ka go felelela le go hlola kwesSiSo ye kaone ya bohlokwa bja
go latela molao wo.

Ka go tSea karolo ga ngwana wa gago, ke na le kholofelo ya gore ke tla kwesiSa ditshepiSo tSeo di
dirwago ke molao wo wa maleme wa mmuso wa Afrika Borwa; mathata ao a hlolwago ke tiriSo yeo le
go bona gore naa go tsenywa tiriSong ga molao wo go ama bjang thuto ya bana. Ka fao ke kgopela
tumelelo ya go botSiSa ngwana wa lena dipotSiSo. Sephetho sa gago se ka se ame kabo ya thuto go
ngwana wa gago sekolong. Ngwana wag ago a ka se lobe diputseletSo tSeo a bego a ka dihwetSa ka
baka la go tSea karolo. Le ge wena o dumeletSe ngwana wa gago go tSea karolo dinyakiSiSong t3e, le
yena o sa na le tokelo ya go gana.

Ngwana wa gago o tla tlatSa foromo ya dipotSiSo; le gona go lebelelwa ka moo a diriSago polelo
sekolong. Ga go na se sengwe seo se tla tSewago go ba sa nyakwa ngwaneng ntle le tshedimoSo.
Projeke ye e tla hlatholla ka moo ngwana wa gago a tla e kwesiSago le gona ngwana wa gago o tla tSea
ditaba tSeo ngwana wa gago a tlago go bolela goba go dingwala. Ge re fetSa dikarabo di tla ngwalwa
gotee le tSa babangwe ba mphato wa gagwe. Motswadi a ka hwetSa kakaretSo ya dipoelo ge a e
kgopetSe.

Ge go na le potSiSo efe kapa efe mabapi le tshedimoSo, ikopanye le nna donomorong tSeo di filwego ka
godimo.

LaetSa ge o dumela goba o sa dumele ka go thala sefapano mapokisaneng ao a latelago gomme o saene

le go ngwala leina la ngwana wa gago le letSatSikgwedi.

Ke a dumela Ga ke dumele
Mosaeno wa motswadi Leina la Motswadi
Leina la ngwana LetSatSikgwedi
Go tSwa go

268



APPENDIX B2: CONSENT FORM FOR TEACHERS AND PRINCIPALS

Dear Respondent

I am a student in the Department of Linguistics at the University of South Africa (UNISA). | am
conducting a study on The transition to multilingual education in South African schools. The
main aims of this study are to:

e Examine the South African government’s policy initiatives at national, provincial, and
institutional levels, particularly with regard to language education.

e Analyse the situation of language-in-education policy implementation in South African
schools, particularly the previously disadvantaged black schools. The analysis will
address the issue of language-in-education policy implementation and practice.

Through your participation, | hope to understand amongst other things the claims made by the
government’s language policy, problems encountered in this trend and if it affects the
implementation of multilingualism in schools.

In this study you will not be asked to write or give your name or the name of your school on the
questionnaire or during interviews. Your responses will not be identified with you personally, and
no one will be able to determine your school. Nothing you say either on the questionnaire or in
interviews will in any way influence your present or future employment with your school.
Interviews will be audio-recorded and transcribed for reference. No cost for participating in this
study. | hope it will take you a few minutes to complete an interview and a questionnaire. No one
will be forced to participate in this study and there is no penalty for participation.

The information collected may be of great benefit to you and what | learn from this study should
provide general benefit to schools, the Department of Education, myself as a researcher as well as
language planners.

For principals I will request sections 2.5.1; 2.6.1; 2.7.1; 2.9, and 2.18 of the annual survey to help
them fill in the questionnaire quickly. If you don’t mind you may make copies of these pages.

For questions and further information, please do not hesitate to contact me on the above contact
information, preferably call or email.

Please indicate if you agree or do not agree to participate in the survey by a tick in the appropriate
box below:

| agree I do not agree

Sincerely

Mabiletjia M M
(The Researcher)
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APPENDIX C: LANGUAGE IN EDUCATION POLICY

http://www.education.gov.za/LinkClick.aspx?fileticket=XpJ7gz4rPT0%3D.

APPENDIX D: LANGUAGE POLICIES FROM SCHOOLS
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SOnooL

SUBJECT POLICY FOR LANGUAGES

INTRODLICTTEMN

The 1eaching ol o languaye presents o grealer challenge tr a ieacher than any ather subject of
the cwtriculum  “To apeak of children®s lanpwage i3 to speak of their lives ar home and at
schil, al one roareoesdd o Basgoawe and inao small wisy roaneged and shaped be w0

The owes-riding aim o the teaching ot languages is o achieve the personal development and
social compelence of the child.

This wim may be detailed s Jellewes:
1.1 o encouraze Moent and confident sl Eeipeession in speech and wriliog,

1.2 to develep the child's poveer fo express himaclf i an inrelligible form, suited to the
requiremnents il a parlicelar sileativn:

1.3 to cultivate the habit of intzlligent listening;

.4 to aequire the ahilit: to 7oad with understanding, o road thoughtfully end eritically, to
farm lasting reading habits and to enable the ¢hild to understand literature and interpret
the sxperignce otd ideas of ethess theough his exploration of factual and imoginative
literature,

Spenking arml Disterang are fondamental 1o the deve bproent 4 the Skabls of ceading and snting.
In tha initial =tages of teading, learning to mad iz the more important and AT reading o laam
mkes precedence.  Writhng Invelves the ability to facial meateial and (he evolution of fhe
ahility We werie creatively, which will Moorish in an semesphere where the ciehanpe of ideas,
digsussion and reading take place,

¥peech, reading snd writing are often thught of @s separaie branches of the curriculem and @
wsaally taught a3 sepatatz timerable subjests,  In point of fact rhese azpecs are closely
interwoven 1 the growth afl the child™s langoaes and canoot be Jissociated

Al Tanguage reaching slowld be fexible ad be desipned o meet the meeds of the child, always
bearing it mind that ihe background and experience of no twa children are alike. “Children da
il learn b speak or cead ard write once and for all, they are alwavs needing help in speaking,
reading and writing at ascending levels of difficulry and in widendng fields of Teaming. ™

THE TIMETABLE

[r is not the puepnse of the syllsboy to prescobe a dersiled Gmersbie. Much will depent on the

peculiar needs of e school and the backercund of the pupils.  However, the following

comgideratinns shauld be bime in mind:

Zl There should he due provision in the planming ol each aspeat al” the subject, 2
listcning, spoaking, reading and writing
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The arracunt ol Lime allocated 1o cach asprer should be deernined by Lhe qeeds of the
class, proup or individeal.  Dillereoces among children and 1he consequenl need ar
group and individusl methods will resutt in differences in the allocation of rimg 0
pupilz, All pupils wall act meed b spend he saree amoumd ol Gme on esch aspect or e
chgapad om Ue sume Lsks at the same Hime.

Simultareecus activilies Moe the different groups can be planncd., ¢.p. areative wriling lar
ans group, individual reading for aoothar,

The wiork should ke plannad ahesd with due care and to 2nsore proaeess. The eaching of the
subjeet mus be vigwed oo an nrearatad st

————

SPECIFIC POLICY POR FRIMARY SCITOOL FOHME
THE TEACHING OF CENGLISTT TN TTIE SENIOR PRTMARY CLASSES,

L

THE TEACHING OF ENGLISH 1S DIVIDED IN1O:

gl pa e

Listening arul speaking welivilies,

Keading activitigs.

Suppottive skilla

WoriLlen warrk.

Ihe scheme is divided into mpics. These topics may laso two weeks ar theee weelss,
depending on the oterest shoven by Lhe childoen. The wacher waes her diserction znd
neswer allowes thee interest of the pupils f flag.

LISTEMWING ATD SI'E4A KNG

2.

2z

Oral Artivities
Ficst thiog each moming, during the famgoape lesson, & few minues could be ser azide o
discuss cerrent nows.

Television Broadcasis
A pupil zan be given 2 specific aspoee to prepace, under Lhe Jollowing healines:

221 Intgmatiomal Bows
222 Mational Mews
23 Sporling Mews
224 Wining and Dining
225 Wedher Forecwst

For atrodocing 2 theme hers ore o fewe sctivities from which wou may choose,
Femember that any languags, as & subject, is very flexible and these are unly o lew
sugseslions:

230 Pead a stery or a poemn perlaining o dhe lpic. Trscassian gnsues with questions
carefully dranwn up by the teachor.

L2V}
.
T

Usea picturs ot an objoct, ¢ g a mobber spider. Allow the children Lo descihe
whal Wey wre hwiking al. Supply words which cane extend their vocahulary,
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Llie w commergial with a rormal (Mowspapers), A concize messses mist be
conyvevad aboul envirorinertal care [iering), health haeards, social behavioue
sty precantions.

An urticks ar newespaper repert om g roabbery codd e read oo the elass. Provids
an opaning scntenee, g *Uhe chock stiuck Lwelwe, and silently the deor leading,
Ley the kack yord apened.” et the children to close their eves and imaggine wohal
could happen rmext, Crcate an atmesphces of tenion.

The pupils uze thair & senses. Introduce simikes and in Grade G and 7 introdues
the other figuras of speech in English, &g Qnomatepieia  Clip  clopping of
fear up the Alairs.  Persamifieation — The wind stood up and gave a shauot
Alliterarion — 1 can hear the scholars singing sweetly and softly under the street
lamp. Take the children autside for thiz lessan and as you mativaie tham let
them write down what they hear.

Suitable music plaved can ercate the desired atmosphers. Organise a “Regord
Jury™, Helect a panel of four childran, Thesa are poimns to considen:

38,1 Thy simger

.3.40.2 The archesttn

5873 The chiylhan

184 dhe (ime

2.3.0.5 Wheder you would tee very quickly of the reeoed.
256806 Any Teeling or thowghe i pave yio. Sad, jevlul, soothing,

Choose a tepic which could be integrated with Book Education, e.p. Childeen of
the wurld, [irwar bowsks from the Media Centre. Read extracts from differsnt

[xpobes, Szt quastions. Divide the clazs into eroups and each grovp must repom
brawck o 1hie £ lass.

Buy a botrle of “Bubbies”. Blow bubbles and whils supplying vocabiskars yau
are creating an atmosphere of fun. They waich the enloors, suees, how they dritt
and then burst, Fread a posm on bubbles, The childven cam weire Geie own
e,

Lose characiers Irum history, =g exploners.

Crthier Oral Aclividies o b considerad

v
(L)

Hocial Couttesies
Ylesting new people. Civrect procedore of imtreducing purents, new pupils and
any imember of staff whio vigite v class.

Interviews

Interviewing people about their work and inerests. A popil coold intervies
anather pupil. Creale 2 sitwation. 1le ore could be an old lady from an Old Age
Home who hes just tirned 8 londeed, or the one coull have ddden a deadey
fromn Jobanoesbiog o recceda e recoed thee, How did he manape that! At fiesc
help the pupils set the question ..
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24K

249

2410

Z24.11

. N

Telephenic Convaral nns
e oy belzphones conld be usod. Chaldeen are Lagel fo angwer corvectly.

Inztructionz

Wrie deveen Lheer [ovioeie recipes. Msarders condid s Wy Fun Cook Boak”
fram the Media Contre. The bavs could uze "3y Fun to Make Baok”. How o
rriake B wup o leo,

Dernonsiraliuns
Hrw an experimant 15 deiine in Scisnce. Howe lnouse o tape recoeder. Thay must
havz a tape cecorder with theen,

CormpHaints
Modiner in a resaurent has found am insect in his soup. Call the areward and
lndge a complaint.

Deezoripteons

Allow the class o find amy omizets on che playground,  They must keep i 3
gocret. Describe the object withour using its name. Mention coloue, siga, texnre
wnd s The elass must iy and guess whed . They begin this way: “In my
hand | have an object which iz ...™°

[Hrpctions
Teach theny how to divect o newcamer 1o fhe libeary, administeation block, the
High Schowl, the diffzrem hosiels, ete. Mo hand oovemeants inose be allossed.

Announsenients
s Tactosl snnoncements belore o match is Lo be played or befores an Athletcs

meeting iz held,

Srgre Tellipg
A st accoont of an interesiing Book they hewe road, or a0 interesting cxocat.
This cowld replace the “The Reading Becord™ in Tk, Cdoceton.

Slury Makinu
A short imaginative story is fold,  They musi gel the sequence and snding
oormeclL.

Plavinge Gartes

[ =py o wiowd heginning with 1" The warnds mest be displased in the clessmom.
Wirite & few topics on paper, fold the paper and place in a box, The leader of the
grioup drimas ome. They muy leok ol W e o few seconds. The List pupil Beging
and must speak for half a minotc, 1f there i a hesitation ths nexe one has a ten,
Camry om Kke this, qll they Rave ol had o e Bad ot of 10 @l subtmc a
atark for cach hesitation.

Reporming
Tell the children whal a neswspeper reporier desss. $lowe aleet e has o e and

b quickly he has to be on the scenc of 3 happening,  Cut oot soveral
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interesting reponts flom the nowspaper. These are ceael to the ciass and Lage:
childrem resd them. They can Lhen work mor thier oven repors.

2414 Dramatisulion aed Miming
Stories ar plays. Some could B2 made up by che pugils themselves, Must b

Ueme ocewsivnalky.

LISTRRIWNG ACTITICS

Livine az we oo, apainst a backaeound of incteasimg naise, il is important 1o develop the habit
of careful lisdening in order that we may comeentrate on thise sounds thul wre imperlant o ws ol
any particular dme.  Children sest be taught to conceauate and listen discorningly.  Gamcs
iy b pluvesd al firsL.

11

'_-J
(28]

[=7 ]
~

One child makes 1% dwtinel swunda, The elass musl Lhen anawer Lhe fallowing
Questoms:

11 Whal were the firsl and last sounds

312 Inowhat ardar did the seundz accur?

1 Which sourds wer the leudest o softear?

J4 Apoet from these sounds, what else did you hase?

The teagher could vead a list of t2n worda through twice and then set carsfully thought-
out guestions to taet thear Listening povwat.

The clazs ¢ould be raken outsida and tald o listen incanely for three minures. “Thew are
Lo jed dlevery all che sounds they haar. pain questions are azlced.

Listeniog Comw prehension

The weacher reads 3 carefolly ehosen esiracl from o bk, beice, Questions are then
acked opally, Sometimes the questions may be piven 2 the children on a roneod sheet
befure Lhe extracd 05 read. They cead the cuestions and wiile the teachar r2ads ey may
Jot daven @ word ar tag in the space left fior the answer. Afierwards they may wnie the
full amswer. Az an alteenatve wse tape recordines. This is the imtrodustion to note
Lakimg.

READMNG ACTIVITITS

The reading prograrmme s divided inwo:

4.1
4.7
4.3
44

4.1

Learning to read
Resding to e
Reading fiar £njowment
Group ezading

Learning to Read

I thiv period the gkally of undersianding and interpreation eyeether with the smeillacy
skills of phionics, word stucture, € g root words, prefies and suffives, syllabication ad
the use of dictienanes mus he fully developed.
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4.2 Reading to Leam
Coce @ pupll has acguired the skills of cending he weill be able t de eelerence work and
extacr desired information when it s decmged neeessaty. The Followang aspects wre
taught o these periods:

421
4212

423

424
4.5

1.3 Readin

4,31

413

Developing eomprehension and interpretation.

Sludving  Ngurafive ungoeee, e melaphors, similes, personilcation and
allitcration,

Cxtended imlecesl in words, &g, amonems syocinyons, rool woeds, leyninge
weords amd the Wistary of interesting wards.

[ractising the ot of skimming and being able to exteact the velevant facts.
Misvoverng the pumpose of varying their rending rowe [0 ender 4 help the popils
evcroome a tendensy te read all materials at the same rate. the teacher must
prinade upporlunidies For ke pupils e read onder pressons of lme se at bie vin
adapt hiz ratc of reading to the type of matter used and =il attain a retsonable
lewe] of comprehension. Somelimes the popils can be asked to quickly locate a
wierd, @ dare, n phrase orAn ancswer oA Guestim.

o far Enjoyment

The teacher must be aequainted with the libersturs specificelly written for their
pupils in order te develop progressively, the pupils toste for belizr litcratuce in
ity vandu: forms namely, ficlien, oon-fiction, Eablas, kegeads, histodcal
{iterature, Sciense litoratre and Sciemes fetion,

Tube Lirne for apprecialing poetre. Ttilise shoel pericds. Pediaps thars aee five
miinutes Igft hefare dimmissal. Homl 2 shoet poem or et gme of he grad maders
read a poen; they Like.

BAGKILHELS |G POETEY

The drudgery af leaming reuns of poems no longer exists. After reading and
rerEAding a (aeem and enjoving i, thew mey leam two ot thres verses, Certaim
poes ave only read for erpoyien.

Fzading of nevepapers and mazazinas, Short pariods showld be seraside for the
pupils W read the newspapers o g maesane.

+.4 Girvwp Reading
In the beginning of tha year the feacher may nse graded reading passages o egtahlish
reading lawvels of the pupils.

SUPTORTIVE SKILLS

S0 The following rextbeoks ae svailable tor English:
1.1 Comprehensive English Practice — buooks 2 — 5
5.1.2  Beighter Enplish — books 1= 3.

Tone of these books should be used slavishly and the teaching of facteal grammar
through o veries of different gxencises is walueless.
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lLanguayes 15 most elective 1170 sems Trom che needs ol the pupils i the respecl of
their speakine, repding and weeiting, (F doring evaluation, an cimar koo ps recarring, plan
o lessoo Wy cwrresl this

Wany exercises doune vrally wibl sullice and try as lar as possible 1o have writien wark
dong independontly, for cxample wien doing sukjeer and prodicate, wllgwe the children
supply their awn subyect e o given predicate or vice-vaesa rathee than undzrlining one or
the athar.

When plooning o therme, ey ond correlule Lhe skills Go be Lght, with Lhe vosatolany
needed inoche owal pact of che thams . for cxample your thems is on animals teach
them cul lective nouns. mescaline and leminine pender arad dirrmnotives.

Yord Skills
The enrischment of wvacabolary s essential f lanyekge leaming und eproduniliss Tor
teaching this aspect of the work will arize from thear neading and oral lessona,

Word sody may inclode the smdy of phonae words, atvactural analvas, spelting, root
wonds,  and  Jderivatioms,  avllabication, prefiaes  and  suffiess,  rhvming  woeds,
homaphanss, singular and plural nomns, werhs, adjechves, the history and arign of
ineresiing wods and the pze of the dictionary.

Sometines & word 12 avorworked and we Fnd & sob of words which oiean the same.
When ir is poasible, aflow the pupils to mime the words, e.e.

Walk: (stapemaer, shufile, dewdle, wier, lurch. sirids, steell, swner, plodding,
habbling)

Spelling
Laarnmz oo spal] correctly muse foumn e most impertont sections of werd suady, Pupils
ozt rew e Uhae gpelling fc mob o separate componaenl sl s Jenoou e aned Theesfome can be

lzarnt and then forport2n, The words taught mnst b2 ozed in meaningtal written wrk,

WEILTEN WDKK

Woriten work can be diveded inbo chree Categories, nemisiy:

o 2
EER O I

iz

Supponive langoare skalle, ey inelodes spelling and diclation.]
Practical W eiting.
Creslive WriLing.

Suppurctive Languuye Skills
The reaching of suppottive skilts has already bean discuszed.  This work mus be
rrae Licie lorusTy comtred led.

Fravtical ¥Wriling

This iz a controlled, exaer form of writing which conforms ro specific sews uf conditions
and which i wught Mor spec (e puroses.
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Models o writlen work read oo le opper primars classes s ofien o good way of
fogussing their attention on the relewant forma and wricing, scyle.

SOME SLEZGESTED PRACTICAD WRITING ACTIVITIES

f.20

G2

6.13

614

G5

[ etrers

Friendly lerters osust be tanzhit and the leers. wrirten hame during l2tter writing
period, muwst ke comindled. The address, salolatien and ending most b2 ugil
and the addrcsaes nost be checked

Imwstanions. posteards, telegrants, thank-you notes and lerers of con gralu latidns.

Thirections, desgriptions, imstroctions and eaplanations. This willen activily
follorws cnly atter sound ground work, in listcnipe and speaking siteations, has
been done.

Pepaits
After reading many reports Fram newsppapers, the pumhls may weile iroginary
PR O CRp0rs about some events which actually ook plece,

Mewspaper W ok

Weiting suitable headlines and captions.
Woting aews reporks and naliods,
Writing claszified advertizeiments,
Learning to weite 2 simple editoeial.
DIrganising 4 nuw SpapeT.

Sucnimenes, Wole-laling and Pecords
The pupilz eould write sn aeerumt ol an experiment in Scisnee, or 4 desenpeicn
afan event i Histery, oU a description ot an avea i Gecgraphy.

YWiinen Reviews of Books, Films or l'edevision Feanures
This could bz done in e fonn of a let2r w the author in the case of 4 beok
revigw, telling what was liked snd was dissppointing.

Im e bevigion (eature, 1 showl descriptve acceunl coold be given mescioning:

.27 F Mame of a programime,

6. 2.7 .2 Trate and ume seen.

6.2.7.3 Gualicy of acting.

6.2 2.4 1 felion, a beief oudling of the plol and which par the pupit liked bost
and why.

A pplication Forms and Questionnaines
1L is essential Lhal pupils be tauplit low to Till in betb real and imaginary fonms

and questicnnairas.

When sssessing this writing make sure that the pupdl b

£.2.8.1 Bnparted the rorrect inloemation, has insteoered or deseribed 2otveetly:
3,282 used concise, clear lanpuage;

£.2. 8.3 wsed the correct [rcmal.

278



~l

4.3

CREEATIVE WRITIRG

Thers ar? two featies of creative widing:

f.3.1
fi.3.2

638

Frae waritng,
Teacher nspired wriling.

Free Wnling

This tvpe of writing can be donc ocesionalle us the pupil bk e rely on bis awn
srree o wonds which may not be rod great. This Kind of writing is chamclersed
by sponianeity and the free expression ol deas &omeee important than the
mechanics of wrwing.  Lhe macking showld be light so oes o encowrege
spmlenesus, enthosiastic and inaginative seiting.  Rernacks must be gearcd
mowards encauragoment, lthongh at ne rime must o popl fesl thal o this kind ol
wriling hieishe v produce unworthey woek.

Teacher-Inspired Writing

This wriling usually sems ITom ke lening and speaking activities based on
the: ghame.  ™ow words aw ineraduced throagh wond skills and the pupibs ars
sy fauwhl new coeative writiog skills and technigques,

Far fuether ideas on creative writing activitics, rafor to the sellabs.

When cvaluating this writing, constructive chmments comcerhing e written
expression of ideas and languaee mugt be made, AlT wdtten wotk noust be cead
and asrmssed bul actoal markinp nesd only be done in the first paragraph or first
couple of serbcnees,

CODE 5YSTEM FOR MARKING

In marking composition {and lanpuage) the fallowing symbols may b2 uzed to indigate the type
cf mistaks:

“eew parapraph

Word omanted
Spelling
Punctuation

Tensues

Santence Construction

SIMELLING DEFINITIOMS AN RULES

8.1

3.2

The wiwels ang a.c,0.n., and somelimes y and e

Thz eonzonanis arc the Temaanmy (s

EHORT YVOWEL M LULE

If 3 word (o svllahlz) has only ane sl and 0 corees ol ihe bepinning or berween o
cingonants, e vaweal 15 azually shaer: an, is, bag, fou
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Liomer WWEL KLULE

0L I a3 ome part word (or ayllable) has two vowels, the first wanvel is oseally long and tha
second is silent: rin, kite, cang, jecp.

102 [Fo wored (or syllable) hos gne vowel and i comes ot the end of the word {or ayllable?.
e wirac] s wsuslly long; we, ge, copid, pony,

AN IREEGULAE DOLUEBLE VOWEL
A double dowel at does il Nollowe Long Vel Role U schol, bock, bread, wawn, isbi

M Ag A VOWEL RLUILE

121 If v is the anly vawel at the end of 2 one-svllable word, v has the soood of laeag i v,
Ly, bey.

122 My is the anly wowel al the end of & word o moce han one syllable, ¢ haz o seand
almnst ke long e willy, finmy, babe.

SOFTCAND GRULT

When @ and g oave folleaved by &, &, or v, they are usually sofl: e, city, change, pyro.
TO WAk ! Ealrd MORE THAM OWE

T4l Tlsoally add s e cats, dogs, kites.

142 T wrd enads imox, o, 55, =h or chy, osomdly wkE e, e Moses, dresses.

143 Wa wond eode in v preceded by & consonanl, change the v oo and add es e skies
fairizy, bahies.

TOADD OTHER SUTFTHES

i5.1  When a shorf-vowel word ends in o single consonant, wsually deuble the comsimant
becfore adding & auffia thar boging v a vorwel, 2., rannine. hummed, balter,

P22 When o word snds in silent o, diep the © bafore adding a suffie thal begins with a vowel,
e.a_ baking, taped, lates].

153 When 2 word ends in v preceded by a conavonanl, chianze the v to 1 before adding a seffix
sther tham ing, e coed, arving, happ [y, funmisr, ponies, ineing.
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LANGUAGE POLICY

*  The medium of instruetion lor the learners o our school & predominantly English;
howewver Sectlon 2% of 54 Constitution also covers alher languapss.

»  Medium of instracteon is English far Grade 3 to 7.

= dgrade B2 who are speaking Sepedi (Home lamguage) their language of nstroction is
Scpedi and for those who are spaeaking English (Home language) and other languagos
their l#nguage of Leaching is English.

+  Grade R-2 FAL for learners' speaking Seped Fs English and learners’ speaking Erglish or
cther languagas |5 Alrikaans,

® iMher Inchgencus languapge can obly be introduces if we mest the minlum

reqjulrements af 1:20 fn a class,
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LANGUAGE POLICY

1

L4 Zewosh. £

PLrpgs

1.1. Te emsore that learners are not diradvantaged by balng forced to lzam in a language not spoken or underslood
hy the mijority.

1.3. To encure that ke schaol makes the right fanguage choices ta ensure Ehe best possible develapime it of
learteers in the school.

1.3, T recopnine language and cuftural diversty

1.4, Tor promate mobt-lingualism.

1.5_ To promas iwi-racizlism ard Facllitate conameuni s on a0ross communities itresprective oF their cobour,
languzge and religion. '

1.6. Ta raice Uhe dignity and staties of previpusly dissdvantaged bnguages.

1.7. T minimize the gop hetuwsesn Honve Language and the Languape of ieaming and Teaching [LOLT].

AppHcatinn and Scope
This polivy apjplies to the entire sthoal; the Senool GRWEmiRE Body, the 5chow management, the educators, wen-
Leach|ng staff and leamers.

Principles of the Language Poficy

3.1 Mon-raclalim

4.3, Recognition of the right to leat in a languaps of cholce, where bhis is reasonahly and practialy possible,
2.3 Nup-testing of tanguage ability are allowed for admission

5.4, Multi-linguralizmm

I

Official Language

A1 The Language of Leamfng and Teaching in eur sehan] Tor all Learning Areas will be Ergish from Srade 4 (0
frade 7.

4.2 Sepedi wilk be the Langsage of Learming and Teaching in the Fourstatlon Phase.

4.3, Englich will be affersd b the Foundation Phase asan Additicwrl Language

4.4 Sepedi will be provided as the schaols Huose Language.

4.5 English is the chaioe in terms af the First Addifional Language-

Aspects o the $chool's Langusze Policy
5.1.5poken Catmmunicatn
5.11. Al mestings in the sebwsl will be conductad in bath the LOLT and other offiisl nguages.
5.12. Al feedhack to parents shall be conducted in the LOLT, wihere possible the Home Languape will he
used.
c13  Learnerswill e encooraped to speak in the LOLT 3t ak tires, in order oo familiarzs themisetves with
the stuctural aspects of the lanzspe,
5.2. Wiritten Consmunication
Al correspendence will be through the medlum of English, namely pragrese FEports, tirne tables, latters, except
where H is possitie to use the medium of Sepedi.
53, Future Plams
In the evenit thet 50 leariers within a Grada in the schoal require Lo be tacght in a Bnguage other than e
languages cumently offenad at school, an application thall be made tothe Head of Depatment for the
prowisiceh of a suttable edutar.
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& Roles and Resporsibiities

£.L The S50 must adopt and mamter the mplementation of the policy ang the compliarce-of tis palicy ta the
provisions of B relevant keglslatons,

6.2 The Schuod Manapemenl beam most see 1o the actual imploementation of the paticy and report to the SGE aony
challerges or unforeseen events with regards to the implementatian therect.

6.3 Educbors will Gacllitate and gukde learners b discover the world of lamguages, apply the integrated
communicative aparoact 1 as3st fearners to devalop their cormmunlcation skil s and wee the LOLT in class,
pxeenl whan the Home Language is being taught.

B.4.Learners are tg commit themsehees ko a muttilingual cultune, Bse eve ry opportunity Lo imiprove their profciency
ire Lhe LOUT and saclallze n the LOLT, without undemmining other languages.

T. Condusin
7.1.The cchood shall, at all Lireas, s1rlve b provide an environment that is condodive to e mple mentation of the
policy.
7_3.115M shall be budested for and acqulred to meet the needs of the scheol and it imgementation of this
oty
7.3 1hie schoal shall, at all materiat tnes, epgdevour ta recommend the appointrient oF suiably qualitied edikators
o imiplarm et thls policy.

Thas oyl and cyward 7t om tih. ey, of i pobgwvehll iy
S CHARPER SO SEE SECRETARY

TIVONOL STAME
PRINCIFAL j )
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APPENDIX E: DATA COLLECTION INSTRUMENTS

Observation sheet

Name of school

School environment

Grade

Subject taught/observed

Language used to teach

Availability of textbooks/learning material

Do learners understand the lesson?

List indicators of understanding

Language spoken outside the classroom by
learners

Language spoken by learners and teachers in the
classroom.

Language spoken by teachers and other staff
outside the classroom.
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Questionnaire for learners

Fill in the spaces provided and tick in the appropriate box:
SECTION A: LEARNER’S PROFILE
Grade:

Grade 5

Age:

11-12

13+

Gender:

Male Female

SECTION B: LANGUAGE USE

1. Which language do you speak at home?

Afrikaans Sepedi

English Sesotho

IsiNdebele Setswana

IsiXhosa Tshivenda

IsiZulu Xitsonga

SiSwati Other (specify)
Sign Language

2. What language do your teachers use when they teach you?
Afrikaans Sesotho
English Setswana
IsiNdebele SiSwati
IsiXhosa Tshivenda
IsiZulu Xitsonga
Sepedi Other (specify)
Sign Language
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3. Do you understand the language that the teacher uses in class?

Yes | | No |
4. What language do you want your teachers to use when they teach you?
Afrikaans Sesotho
English Setswana
IsiNdebele SiSwati
IsiXhosa Tshivenda
IsiZulu Xitsonga
Sepedi Other (specify)
Sign Language

5. State why you prefer that language

6. What language do your teachers use when they speak to you outside the
classroom?

Afrikaans Sesotho

English Setswana

IsiNdebele SiSwati

IsiXhosa Tshivenda

IsiZulu Xitsonga

Sepedi Other (specify)

Sign Language

7. Do you understand the language that the teacher speaks with you outside the

classroom?

Yes | | No |
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8. What language do you use to write tasks?

Afrikaans Sesotho
English Setswana
IsiNdebele SiSwati
IsiXhosa Tshivenda
IsiZulu Xitsonga
Sepedi Other (specify)
Sign Language
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Questionnaire for the principal

Fill in the spaces provided or tick where possible
SECTION A:  PRINCIPAL’S PROFILE

Type of school:

Ex-DET

Ex-Model C

Ex-HOD

New school

Enrolment;

SECTION B: LANGUAGE USE

1. How many learners in each grade speak the following as home language?

Language Grade 1 | Grade2 | Grade3 | Grade 4

Grade 5

Grade 6

Grade 7

Afrikaans

English

IsiNdebele

IsiXhosa

IsiZulu

Sepedi

Sesotho

Setswana

SiSwati

Tshivenda

Xitsonga

Sign
Language

Other
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2. What is/are language(s) of learning and teaching (LoLT) per grade?

LoLT Grade1l | Grade2 | Grade 3 | Grade 4 | Grade 5 Grade 6 | Grade 7

Afrikaans

English

Sepedi

Sesotho

Setswana

Tshivenda

Xitsonga

IsiNdebele

IsiXhosa

IsiZulu

SiSwati

Sign
Language

Other

3. Indicate the preferred LoLT for learners by grade

LoLT Grade1l | Grade2 | Grade 3 | Grade 4 | Grade 5 Grade 6 Grade 7

Afrikaans

English

Sepedi

Sesotho

Setswana

Tshivenda

Xitsonga

IsiNdebele

IsiXhosa

IsiZulu
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SiSwati

Sign
Language

Other

4. How many teaching staff has the following as home or first language?

Afrikaans

English

IsiNdebele

Sesotho

IsiXhosa

Setswana

IsiZulu

Tshivenda

SiSwati

Xitsonga

Sepedi

Other (Specify)

Sign Language

5. Which languages are taught as subjects? Please specify grade and level.

Language

Grade (e.g. 5&6)

Level(e.g. HL, F AL, SAL)

Afrikaans

English

IsiNdebele

IsiXhosa

IsiZulu

Sepedi

Sesotho

Setswana

SiSwati

Tshivenda

Xitsonga

Sign Language

Other
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Questionnaire for departmental officials

Fill in the spaces provided or tick where possible
SECTION A:  CIRCUIT PROFILE

1. Name of circuit;

2. Types and number of primary schools in the circuit:

Ex-DET

Ex-Model C

Ex-HOD

New school

3. How many schools teach in the following languages?

Language Number

Afrikaans

English

IsiNdebele

IsiXhosa

IsiZulu

Sepedi

Sesotho

Setswana

SiSwati

Tshivenda

Xitsonga

Sign Language

Other

4. How many schools offer the following languages as subjects:

Language Number

Afrikaans
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English

IsiNdebele

IsiXhosa

IsiZulu

Sepedi

Sesotho

Setswana

SiSwati

Tshivenda

Xitsonga

Sign Language

Other

5. What LoLT do you prefer?

Language

Afrikaans

English

IsiNdebele

IsiXhosa

IsiZulu

Sepedi

Sesotho

Setswana

SiSwati

Tshivenda

Xitsonga

Sign Language

Other

Why?
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Interview schedules

QUESTIONS FOR THE DEPARTMENTAL OFFICIAL

Noook~wdE

How do you implement and experience multilingual teaching and the new LiEP.
Do the schools have language policies?

Who formulated language policies at schools?

What LoLT(s) do parents prefer?

What is their view about the current language situation?

How do you ensure that parents know about the new LIiEP and their rights?
What is your view concerning the new language policy?

QUESTIONS FOR TEACHERS

RBBowoo~NoORA~LONE

0.
1.

Do you have a language policy at your school?

What does your school language policy say concerning LoLT?
Who formulated your school language policy?

Is/are LOLT(s) home language of learners?

Avre learners experiencing problems regarding LoLT?

If yes, what kind of problems?

Do you have any programme to help learners with difficulties in LoLT?
If yes, what kind of programmes do you have?

Is there enough learning material in the LoLT?

Avre there enough teachers to teach in the LoLT?

How do you experience learning and teaching in the LoLT?

QUESTIONS FOR PARENTS

w

o

N

Do you have a language policy?

What is your schools’ LoLT? What is the language used by the teachers when
teaching?

What LoLT do you prefer?

Who formulated the school language policy? How is the language policy
formulated?

Are there any problems with LoLT? If yes, what are they?

What is language situation at your school? Is learning taking place?

[Translated interview schedule for parents]

Ekaba go na le molawana wa tiriSo ya maleme/polelo sekelong sa geno?

Bana ba lena ba rutwa ka leleme goba maleme afe?

Wena o rata ge ngwana wa gago a ka rutwa ka leleme lefe? Ke ka lebaka la eng o
rata ngwana wa gago a ka rutwa ka lona leleme leo?

Ke bomang bao ba thadilego lenaneo goba wona molawana woo wa tiriSo ya
maleme sekolong sa geno?

A go na le bothata mabapi le tiriSo ya leleme leo le diriSwago go ruta bana gabjale
sekolong sa geno? Ge a le gona, ke a fe? Re tsopolele!

Maemo a tiriSo ya maleme a bjang ka kakaretSo? A ekaba bana ba a rutega?
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QUESTIONS FOR THE PRINCIPAL

Do you have a school language policy?

What is LoLT according to the school language policy?

Who formulated the school language policy?

Do learners experience learning problems?

If yes, what kind of problems do they experience?

Do you have any programme to help those with difficulties?
If yes, what kind of programmes do you have?

Do you have enough learning material in LoLT?

Do you have enough resources/teachers to teach in the LoLT?
0. How do you experience learning and teaching in LoLT?

BoOooNoooa~wNE
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