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SUMMARY 

The preparation of young persons to be effective Northern Sotho teachers 

in volves a multitude of problems with often elusive solutions. It is the 

Northern Sotho problems that form the starting point and the core of this 

study. The major problem is the lack of an accountable didactic theory, 

the lack of teaching strategies and a sound didactic model. 

From investigative interviews and questionnaires it became evident that all 

is not well with regard to the teaching of Northern Sotho at colleges of 

education. 

In this study certain recommendations are made in order to optimise 

teacher preparation in Northern Sotho. 
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CHAPTER ONE 

ORI E NTATION PERSPECTIVE 

1.1 INTRODUCTION 

The teaching of Northern Sotho at colleges of education is fundamentally 

a continuation of teaching in the home (Van der Stoep and Louw, 1984) . 

It is essentially as a result of the lack of continuity that some problems 

are experienced in the teaching of Northern Sotho. 

Since a college of education in Lebowa i s primarily concerned wi th 

education on the basis of norms and values of Northern Sotho culture, it 

is necessary to reflect on culture and its i mplications for language 

teaching, more specifically for the teaching of Northern Sotho as first 

language. Goldstein and Krasner (1 990:26-27) describe the essential 

features of culture in this manner: " Culture, by almost any definition, 

includes the products of the behaviour of others, especially others who 

preceded us. It contains values that will be expressed and a language in 

which to express them. " Numerous separable, but often correlated, factors 

of culture are expressed in l anguage. This im plies that Northern Sotho at 

colleges of education should be taught in such a way that it makes 

possible the transmission of wisdom from generation to generation. 

In a multi-racial environment such as South Africa, where Northern Sotho 

and other languages are in flux and in contact, the warning of Goldstein 

and Krasner (1990:289) is worth noting. They warn that culture should 

not be treated as if i t were merely " there", serving as an unchanging 

con text in which individual behaviours are acquired and shaped through 

socialisation and enculturation. The fact is that l anguage and culture are 

continually in flux. Language and other social stimuli are never static. 

This statement would equally apply to Northern Sotho. 

The committee of heads of education departments (1991 :7) makes the 

following statement wi th regard to language policy: " Recognition must be 
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given to the religious and cultural ways of life of the inhabitants of So uth 

Africa and to their languages." The committee goes on to say: "Languages 

figure prominently in the curriculum because of their value as bearers of 

culture and the contribution which they can make to conceptualisation in 

all fields of knowledge. Instruction in all these languages involves t he 

improvement of learners' listening, speaking, reading and writing abilities" 

(1991 :27). 

In the same way the teaching of Northern Sotho at colleges of education 

should be geared towards the improvement of the student teacher 's 

listenin g, speaking, reading and writing abilities. In this sense teaching 

strategies have to be developed in order to improve these abilities at 

colleges of education. 

It may be stated that at present the teaching and learnin g activities with 

regard to Northern Sotho are not actualised in an effective and authentic 

way. In respect of the teachi ng of African Languages, Snyman (1986:2) 

writes: "African languages, as first languages, should be upgraded to a 

standard comparable to that of English and Afrikaans." It is for this 

reason that teaching can be said to be decisive in the preparation of 

student teaching for life and co-existence. Since he has to be a guide, 

a moderniser, a model, a researcher, a counsellor, a creator, an authority, 

an ins pi rer of vision, a story-teller, an actor, a scene designer, a builder 

of communi ty , a learner, an emancipator, an evaluator, a conserver, the 

student teacher needs to be thoroughly trained at colleges of education, 

especially in the teaching of Northern Sotho. 

The form of teaching Northern Sotho at colleges of education deserves 

serious attention. The other crucial issue is that the content of Northern 

Sotho at colleges of education requires serious consideration because the 

teaching in effect seeks a harmony between form and content in the life 

of the student teacher. Strategies will have to be developed to harmonise 

form and content in the teaching of Northern Sotho composition, grammar 

and poetry. 
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1.2 ILLU MI NATION OF TITLE, BASIC CONCEPTS AND RELATED CONCEPTS 

The meanings that may be attached to t he title and concepts are of vital 

importance. As Beyers (1968:9) has observed, successful communication is 

impossible between two people when they differ i n their ascri ption of 

meaning to symbols or when they d iffer in thei r symbol is in g of the same 

concept. 

It is, therefore, esse ntial to illuminate the meanin gs of the concepts that 

are associated with the research topic which is bei ng investigated. The 

etymological background of words also has to be investigated so as to 

trace their origins. According to Du Plooy an d Kili an (1981 :32) concepts 

have to be clarified "as the terms used i n everyday language may be 

confu s in g due to their various connotations. " 

From the foregoing it becomes imperative to clarify terms of reference 

because the misinterpretation of the meanings of concepts, wit h the 

resultant confus ion can se riously cloud the success of scientific 

investigation "an d this r educes the value of t he in vestigation" (Davey, 

1990:25) . 

For this reason, a n attempt will be made to e lucidate the title and concepts 

such as teachi ng , Northe r n Sotho, College of Education, Lebowa, Didactics, 

Subject didactics, Northern Sotho lectu re r, s t udent teacher, Didactic 

categories, Didactic cri teria , Content , Form, Didactic princi ples and the 

teaching model. The ti t le will be t he firs t to be ill uminated. 

1.2.1 Ill umination of title 

A close exa mination of the title reveals t ha t there are problems and 

possi ble deficiencies in the teaching of Northe rn Sotho at colleges of 

education. The possible sol utions which a r e to be sought can, therefore, 

also not be sought in isolation b ut a r e to be viewed against the 

background of the Nort he rn Sotho subject content as a whole. For this 

reason th is investigatio n wil l be analy tical a nd evaluative. 
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1.2.2 Illumination of basic concepts 

Concepts a nd related concepts t hat have bee n used in this researc h 

proj ect are desc r ibed in the paragraphs th at follow in or de r to avoid 

uncertainty wit h regard to their usage. 

1.2.2.1 Teaching 

The concept " teac hing " is derived from the Gree k word "deiknynai " whic h 

means to s how, to direc t s t ud ies or to impart knowledge (Louw, 1991:xvi). 

On t he other han d, Smi t (1 981 :21 ) defi nes "teachin g as a manner of le nding 

su pport in t he education occu r rence wit h a view to the supporte r 

becoming r ed u ndant " . Teaching is also concerned wi th helping a student 

teacher to acqui re knowledge and skill s. In othe r words student teachers 

a re taught t hings which they did not know before or get to know them 

beyond the mere knowledge level. 

According to Grobler and Kotsa ne (1988:21) teachi ng implies transmission 

of knowledge. Pretorius (1 984: 26) agrees a nd s tates that teaching is "d ie 

konkrete feite mededelin g ... " Teaching is not a one-sided activity in which 

t he Northe rn Sotho lecturer im parts knowledge while the student teacher 

is passively listening. Conve rsely teachin g is an acti vity in which both 

the Northern Sotho lecturer and the student teache r have a n acti ve par t 

to play . 

Teaching takes place throu g hout t he li fe of an indi vidual and it "increases 

i n scope and depth during specific phases of one' s development" (Satekge, 

1988:5). In other words it ta kes place at home or in the community as well 

as at school and at the tertiary level of education. 

I t is important to note that the concepts " teaching " and "education" are 

not synonyms. Education is a purposive and pu rposefu l action, created 

and designed to lead the child 's h umanisation to maturity on a determined 

course, with the educand co-o pe rating in full acceptance of his mentor's 

guidance (Va n Rens burg a nd Landman , 1986:307). For Davey (1990:28) the 
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in tervention of the adult in the li fe of the child is "a strategy and a 

planned, purposive action, based on norms and values, where the essential, 

inherent characteristic of being a human child is to become adult." In 

this regard Oberholzer (1968:34) adds that it is only man that educates 

and that is susceptible to education. 

From this it may be concluded that only a child can be educated and the 

aim of the adult when educating the child is to lead him to adulthood. On 

the other hand teaching or instruction is aimed at increasing the person's 

knowledge and does not necessarily happen only to children. Therefore 

what takes place at a college of education is teaching and not education. 

1.2.2.2 Northern Sotho 

Northern Sotho is a language spoken by the majority of the people in the 

vicinity of Pietersburg (Lombard et al., 1988:6). Lombard et al. (1988:6-7) 

further indicate that the dialects of Northern Sotho can be divided into 

three groups, namely, dialects such as Sepedi, Sekopa and Sekone to the 

South of Pietersburg; dialects such as Setlokwa and Sehananwa to the 

North of Pietersburg and dialects such as Selobedu and Sekgaga are found 

to the East of Pietersburg. 

Lombard et al. (1988:7) maintain that Northern Sotho as a written language 

was first developed a little more than a century ago by German 

missionaries such as K. Endemann and Dr P.E. Schwellnus. The first 

publications appeared in the dialects spoken to the South of Pietersburg 

and the Bible was later translated into Sepedi which has resulted in the 

Sepedi that is used at present as equivalent for Northern Sotho. In due 

course the written language was used more widely, with other dialects also 

contributing to its development. As such the present written Northern 

Sotho language cannot be lin ked to any specific dialect. 

1.2.2.3 College of education 

Tertiary Education Act No. 66 of 1988, defines a college as an institution 

that "offers education to students with a view to the obtaining of a 
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teachers ' qualification" (1988:1177). On the other hand Nduna (1988: 26) 

describes a college of education as a "professional institution" (1988:26). 

Therefore a college of education has been established with the purpose of 

trainin g teachers. It is an institution where students study for teachers ' 

diplomas such as Secondary Teachers ' Diploma. A college of education is 

an institution of professional education that allows admission to candidates 

with matriculation exemption or school leaving certificates. "The r igour of 

admission standards and training programmes is undoubtedly a key factor 

in the effectiveness of a profession " (De nemark, 1973:3). It means that 

colleges of education are institutions that have to maintain a high standard 

of admission and also to train efficient Northern Sotho teachers. 

1.2.2.4 Lebowa 

Mocke and Wallis (1981 :397) describe "Lebowa" as "the national state of the 

Northern Sotho National group in South Af rica." This state or reg ion is 

composed of fourteen land units that are scattered over a large area of 

the Northern Transva~. 

These units are d ivided into districts such as Bochum, Bolobedu, Thaba

moopo, Nebo, Mapulaneng, Sekgosese, Sekhukhune, Naphuno, Phalaborwa, 

Seshego, Mokerong and Moutse (Mocke and Wallis, 1981 :307). The home 

language of the majority of the inhabitants of these districts is Northern 

Sotho. This language is taught in all colleges of education that are found 

in this region. 

1.2.3 nlumination of related concepts 

1.2.3. 1 {)jdactics 

The word "didactics" is derived from the Greek concept "didaskein" which 

means everything to do with teaching and learning (Louw, 1991 :4). In line 

with this Van der Stoep and Louw (1 984:29) maintain that the concept 

"didactics" embraces the entire activity of teaching and being taught. 

Further didactics is defined as the "theory concerned with teaching ... it 

examines the conditions basic to effective teaching; general principles that 

should be taken into account; various forms the teaching activity can take; 

the methods relevant to teaching ... " (Van der Stoep and Louw, 1984:28-29). 
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1.2.3.2 Subject [)jdactics 

Subject didactics is defined as " the science or theory which, inter al ia, 

deals with various aspects of the teaching of scientific disciplines" 

(Oegenaar and McFarlane, 1987:2). In the same breath Fraser et al. 

(1 990:7) regard subject didactics as being in question "when teaching an d 

learning are studied in so far as they have bearing on a particular 

subject." Therefore Northern Sotho subject didactics deals with the 

teaching and learning of Northern Sotho. 

1.2.3.3 Northern Sotho lecturer 

In the context of this study bein g a college lecturer implies being a 

person, an educator and a Northern Sotho lecturer. A lecturer for 

Northern Sotho should be able to specify the experiences that will most 

effectively motivate the student teacher, the most effective way in which 

the learning content of Northern Sotho can be structured to enhance 

learning, the best sequence in which the Northern Sotho content should 

be presented, the feedback and evaluation process. 

The Northern Sotho lecturer is a person who has to fulfil a special task 

in the situation of instruction. Ou Plooy et al. (1982:171) refer to a 

teacher (Northern Sotho lecturer) as "a transmitter of knowledge". The 

reserve knowledge that the Northern Sotho lecturer is expected to have, 

encourages the student teacher and gives him the confidence not only to 

master the Northern Sotho content but also to do some extra reading; in 

this way the student teacher is transformed from a "Northern Sotho 

student teacher" to a "Northern Sotho teacher .. by the Northern Sotho 

lecturer. 

Ou Plooy et al. (1982:172) point out that a teacher (Northern Sotho 

lecturer) is not a "supernatural being. Being human, he is a unique being 

who has his own shortcomings together with his adequacies." 



- 8-

1.2.3.4 Student teacher 

The term "student" is defined by the concise Oxford dictionar y as "a 

person studying in order to quali fy himself for some occupation or 

un der instruction at university or othe r places of higher education ... " 

(Sykes, 1983:1058). In this se nse the student teacher is a person who is 

studying for a teacher's diploma at a college of education. In other word s 

the student teacher is t he student who wants to quali fy as a teacher. In 

order to attain this ideal he needs the guidance of the Northern Sotho 

lecturer. 

The student teacher is a person who easily loses hi s way if No r thern 

Sotho lecturers fail to secure a safe haven for him. He is "deeply aware 

of hi s shortcomings, of his lack of experience and knowledge" (Du Plooy 

et al., 1982: 175). It is for this reason th at he needs someone to take his 

hand and to accompany him towards the unknown future of the teaching 

profession. It is only in a safe and well - known space that the Northern 

Sotho stude nt teacher can expe rience a sense of deep security. This safe 

situation will serve as a s pring board from which he can venture to tackle 

problems of teaching in s chools afte r comple ti ng the teachers' diploma. 

1.2.3.5 Didactic categories 

The Greek word "kategori a" means "fu ndamental or basic enunciation " 

while t he Greek verb "argore uein" means "to say, to speak" (De Jager et 

a., 1985:68). De J age r et al. (1 g85:69) continue to argue that "a category 

is t he addressing of that which is in order to reveal its essentials 

(Eidos)." Thus didactic categories are essences of the teaching-learning 

activity. They are not divorced f rom one anothe r but they all pertain to 

the totali t y of the didactic act. These categories are as follows: 

Unlocking of reality, accom panime nt, the sta ting of demands (imperatives) , 

demarcation, learning, objectification, anticipation, achievement, forming , 

orientation, formal ising, socialisation and red uction (Louw, 1991 :24). 

It means th at i n the teaching of Northern Sotho, the Northern Sotho 

lecturer unlocks the con ten t to e nable the student teacher to learn and 

in this manne r the s t uden t teacher is assisted to understand the subject 
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matter. In his teaching, the Northern Sotho lecturer accompanies the 

student teacher to enable him to objectify and formal ise the Northe rn 

Sotho learning content so that he can orientate himself by means of t he 

content. The Northern Sotho lecturer sets ce rtain standards (imperatives) 

to enable the stude nt teacher to achieve and antici pate. The Northern 

Sotho lecturer demarca tes time and space so that the student teacher's 

anticipation can be directed. The activities of both the Norther n Sotho 

lecturer and the student teacher "reflect a positive progression an d 

because they are jointly involved in inter-human rela tionshi ps, sociali sation 

as a didactic category is realised" (Louw, 1991 :24-25). 

1.2.3.6 Didactic criteria 

The word criterion means the distinguishing mark or token, characteristic, 

standard measure or norm of judgement. Thus didacti c criteria "are 

concerned with the quality of the teachin g activi ty a nd not the fact of the 

activity " (Van der Stoep and Louw, 1984:55). Cri teria have to be designed 

to assess the quality of teachin g and lea rnin g Northern Sotho. 

The esse ntials of the basic structures of the education situation are 

broug ht to light by mean s of didactic categories while on the other hand 

evaluation of di dactic thou g ht a nd activities is done by means of didactic 

criteria. It im plies that d idactic c rite ri a are categories of evaluation or 

norms of judgement. A criterion is a category stated as a question and 

is used to evaluate. 

It can be concluded that the ad ult's re la tionship to reality can be 

described in terms such as pe r spectivity, constituti ng, relationality, self

discovery, ema nci pation , expectation, r ationalisation, security and 

transcending. These concepts qu alify as d idactic cri teria because they 

describe the qualities of effective r elations hi ps to reality. Consequently 

they also qualify as criteria in terms of which the teaching and learning 

of Northern Sotho a t colleges of ed ucation ca n be assessed. 

1.2.3.7 Content 

Conte nt is "a reflec tion of t he s ciences with which man is i nvolved, it is 
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actuall y only an image of reali ty which the hu man bein g g radually bui ld s 

up" (Van der Stoep and Louw, 1984:106). The fact t hat a student teacher 

becomes in volved in the Northern Sotho learning content at a college of 

education implies that the student teacher e merges into life itself. 

Northern Sotho content must lend itself to the teaching activity and must 

be in harmony with the student teacher 's a bilities and pre-knowledge. It 

s hould not be foreign, strange and even artifici al to him. I n cont r ast to 

this a second or foreign language has been used when writing Northern 

Sotho syllabuses. The following quotation take n from the syllabus ser ves 

as an example: "To extend the students ' own knowledge and language 

proficie ncy throug h the study of the techn iques of language teachi ng and 

learning " (Department of Education and Training, 1985 and 1989:1 ). 

No r t hern Sot ho content must enliven the didactic si tuation. This means 

t hat the Northern Sotho lecturer has to in troduce the content, expose it, 

explain it, expound it and the student teache r is expected to understand 

the learning content, apply it and appreciate it The question is do 

stude nt teachers appreciate the Northern Sotho content that is taught at 

colleges of education? Do college lecture rs really teach the Northern Sotho 

conte nt effectively? This latter question leads to the question of fo rm. 

1.2.3.8 Form 

"Man 's four forms of expression (con versation, play, example and 

instruction) are elevated to di dactic g r ound fo r ms since they make 

instructions and learning possible " (Van de r Merwe and Ferreira, 1990:44 

and Louw et al., 1983:33). These four life forms are descri bed as didactic 

ground forms because they initiate, direct an d enli ven teaching and 

learning , just as the teaching conte nt of Northe rn Sotho has its origin in 

the living world so didactic ground form s have their origin in life forms. 

"Didactic ground forms function like serving dis hes for different foods in 

order to se rve the food (content) in the most appropriate and most 

attractive way " (Louw, 1991:43). Applied to the teachi ng of Northern Sotho 

the diffe rent foods would mean fo r example the teaching of poetry, 

composition and grammar. The q uestion that needs to be answered is 
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which form is most approp riate and most attractive in teachin g say poetry? 

Do Northern Sotho lecturers at colleges of education ever think about th is 

or are they merely guided by teaching " reci pes"? 

It is possible to use didactic ground forms as a means of classifying 

methods of teaching. For instance the conversation ground form includes 

the question-answer method, the narrative method, and the class 

discussion method; play as ground form includes the experimental method , 

the demonstration method an d the dramati sation method. The setting of 

tasks ground form includes the examplaric me thod. The example ground 

form includes the demonstration method, the experi mental method and the 

examplaric method , (Louw, 1991 :44) . Although these didactic forms can be 

distinguished, they cannot be separated . What is crucial is that in 

teach ing Northern Sotho there should always be har mony between what is 

taught (content) and the manne r of teaching it (form). It is doubtful 

whether all Northern Sotho lecturers at colleges of education succeed in 

this regard. 

1.2.3.9 Vidactic Principles 

The word princi ple ( Princi piu m in Lati n) means the beginning, source, root 

of origin. The wor d refers to t hat which is f undamental or essential. It 

is a fund amental truth on which othe rs are founded or from which they 

originate (Louw, 1991 :XV). 

Didactic principles are , the r efor e, fun damental or underlying tendencies, 

attitudes and actions which the Northern Sotho lecturer creates to enable 

the student teache r to effecti vely ta ke part in the didactic situation. 

Accord ing to Louw (1 991 :47) didactic p rinciples appear repeatedly in all 

effective teaching and learni ng . The y bri ng t he didactic situation into 

motion. On the one hand these principles e ns ure a general atmosphere 

and attitu de which result in effective teachi ng and learning and on the 

other hand they ensure t hat t he stude nt teacher will master the learning 

task. The general and the specific di dactic p ri nciples are mentioned in 

the parag r ap h below. 
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General didactic principles that determine the general atmosphere and 

attitudes of both student teachers and Northern Sotho lecturers have been 

identified as sympathy, clarity, tempo, dynamism and balance or harmony 

Louw, 1991:47). On the other hand specific didactic principles have bee n 

identified as problem setting, planning, visualisation, systematisation and 

ordering, surveyability or overview, scientificality and control (Louw, 

1991 :48). 

1.2.3.10 Teaching Model 

A teaching model is a model for teaching-learning activities in formal 

teaching-learning situations. Model is derived from the Latin concept 

"modus" which means the way of doing things (Louw, 1991:115). The 

concept "indicates something which is in motion, which is dynamic and 

which is functioning" (Van der Merwe and Ferreira, 1990:45). Nokaneng 

(1988:67) maintains that it is for this reason that teaching model is 

preferred to teaching structure. A model is not only the putting together 

of related aspects; movement is stressed. 

1.3 PROBLEM FORMULATION 

1.3.1 Introduction 

Problems that are encountered in the teaching of Northern Sotho at 

colleges of education occur as a result of a variety of reasons. They can, 

for example, occur due to the lack of an accountable subject didactics for 

Northern Sotho, Northern Sotho lecturers and student teachers' negative 

attitude towards Northern Sotho, rigid teaching approaches and the 

inability to interpret and present content to appeal positively to the 

student teacher. Problems will continue to exist if there is no harmony 

between content and form. Learning problems may be suspected when the 

student teacher's learning results are not satisfactory. 

1.3.2 Stating the problem 

The problem centres around the fact that activities of teaching and 

learning with regard to Northern Sotho are not actualised in an effective 
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an d authentic way because of t he l ack of an accou ntable di dactic theory 

for Northern Sotho. 

According to research based evi dence some Northern Sotho l ecturers still 

use teaching methods that were borrowed from second and third l anguage 

approaches (Nokaneng, 1986:1 and Mni si , 1985:1 24) . Therefore the teachi ng 

of African Languages was based on a second or a th ird language approach 

( Edi torial Committee, 1987:3) . Th i s means the teaching of Northern Sotho 

i s less effective than what i t shoul d be. 

The f undamental aim of fi r st l anguage teachin g i s to enable the l earner 

(student teacher) to i mprove communicative competence. If wrong 

app roaches are used, this i deal cannot be realised. I t has been 

establi shed t hat the best way to teach l earners to communicate effecti vel y 

in an y language is to make meaning the primary ob j ective. It i s from thi s 

perspective that one agrees with the remarks exp r essed by Meij et al. 

( 1985:17): "Betekenis is die essensiele el ement in taalgebruik. Al gebruik 

' n mens nou ook vele ander betekeni st ekens, bly die woord en die si n die 

bel ang ri kste betekeni s-d raers." If one i s deali ng wi th meaning in lesson 

planning an d presentation one al so has t o deal wi th creativity. Wi th 

r egard t o creati v i t y Snyman (1 986:2) r emarks: " Die wyse waarop kreatiwi 

tei t i n ' n l es se verloop in t eg ree r word i s hier van belang en deel van die 

probleem." What is i mportan t i s that t he studen t teacher first attaches 

mean i ng to an aspect of reali t y and t hen becomes creati ve. 

Another probl em is that although the syll ab uses for African languages 

have been revised, they are still wri tten i n En gli sh for colleges of 

education. Com pare the followin g exampl e that has been quoted from a 

Northern Sotho syllabus: " The syllabus is followed i n all three years of 

the course" (Department of Ed ucation and Training, 1989:1 ). When this 

example is transl ated in to Nort hern Sot ho i t reads as follows: 

"Lenaneothuto le l atelwa men gwaga ye mer aro y a di thuto. " 

In the light of the foregoi ng paragraph concepts used i n the syllabuses 

have to be transl at ed from En gli sh to mother tongue before teaching can 

take place. This practice is not i n line wi th the principle of mother 
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tongue teaching. Masola (1989: 1) agrees and correctly points out: "When 

mother tongue is Northern Sotho, the medium of instruction obviously has 

to be Northern Sotho." Duminy and Sohnge (1980:33) share the same 

opinion: "The ideal situation is one in which the medium of instruction ... 

is the mother tongue." In line with this Atkinson (1987:242) writes: " You 

can only learn English by speaking English" (1987:242). Similarly one can 

only learn Northern Sotho by speaking Northern Sotho. 

The implementation of syllabuses for African languages at colleges of 

education presents another problem that cannot be overlooked. These 

syllabuses are general because they are used by college lecturers of all 

African languages in South Africa. There is no special syllabus for each 

African language taught at colleges of education to indicate that each 

language is unique. In this respect Masenya (1991:12) maintains that 

Northern Sotho must be "studied in the context of its uniqueness". 

The negative attitude adopted towards Northern Sotho by some student 

teachers and Northern Sotho lecturers poses a problem. They feel that 

this language i s in ferior and that it i s not recognised as an official 

language in large areas of the Republic of South Africa (Duminy and 

Sohnge, 1980: 38). In this regard Emsl i e (1986:3) is of the opinion that an 

African language "is definitely not the language used in the business 

sector." To support the i dea Malimabe (1991 :5) argues: "African languages 

cannot compete with languages which have been declared "Official", as 

they occupy a higher status than other l anguages. As a result Africans 

tend to have a negative attitude towards their home languages." 

The lack of vernacular textbooks used at colleges of education poses a 

problem for both lecturers and student teachers. As Masebenza (1985:5) 

contends, lecturers in most cases use second or third language textbooks 

when teaching a first language. Another related problem which is often 

encountered in the teaching of Northern Sotho i s caused by the lack of 

standardised terminology in the textbooks that are used by lecturers and 

stu dent teachers. 
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The i mplementation of microteaching and teaching practice in Northern 

Sotho can be associated with a number of problems which merit the 

attention of lecturers and student teachers. Evaluation of students ' work, 

i ncluding practice lessons presented by student teachers, i s also 

associated with a number of problems. 

1.3.3 Summary 

The problem rests on the fact that there is no scientifically accountable 

didactic theory for Northern Sotho at co11eges of education. An account

able subject didactics serves as a frame of reference for both Northern 

Sotho lecturers and student teachers. Without it teachi ng cannot have 

direction. Subject didactics has the task of developing teaching strategies 

and a teaching model for effective subject teachin g . 

The general, transcendent and eventual aims that appear in the syllabuses 

for African Languages are vague. Some Northern Sotho lecturers at 

colleges of education use wrong approaches. The content of the syllabuses 

has not been written in the home language. This means that Northern 

Sotho lecturers must first translate the content before they can start to 

teach. 

1.4 FORMULATION OF HYPOTHESES 

There is a lack of an accountable didactic theory in preparing teachers to 

teach Northern Sotho as first lan guage. 

The teacher tutor can play a key role in the effective training of Northern 

Sotho teachers. 

Teaching strategies should be developed to account for procedural 

elements of teaching forms, methods, principles and the teaching model. 
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1.5 ACCOUNTABILITY OF METHOD 

1.5.1 Introduction 

De Jager et aT. (1985:57) indicate that a method i s the road to reach a 

given or specific destination. If the researcher does not know t he way 

(method) his investigation becomes both haphazar d and sub j ective. The 

method is the way by which the investigator aims to arri ve at an ob j ective 

solution of his problem. 

The concept "method" owes its ori gins to the Greek wor d methodos whi ch 

i s the combination of meta + hodos (way by which) (Du Plooy et al., 1982: 

211 ). A method, also as seen by Van Rensburg an d Landman (1986:370), 

is a way by whi ch the scientific researcher arrives at the phenomenon of 

hi s investigation. Further they emphasise that the method whi ch is to be 

employed will be " ... determined to a large extent by the nature of t he 

phenomenon or by the sphere of investigation" (Van Rensburg and Land

man, 1986:370). When referring to a statement b y Kwant, Reeler (1983:2) 

also states that " ... the spiri t of Science cannot be coupled to a speci fic 

method because the nature of the phenomenon to be studied will determi ne 

the method to be em ployed. " Therefore the r esearcher will use only those 

methods that will suite the problem under investi gation. 

In order to arrive at conclusion s that are not su b j ective and valid the 

researcher cannot rely on a sin gle method in probl em sol v in g. Landman 

( 1980:42) points out: "Dit blyk dat daar geen en kele metode bestaan om 

tot probleemoplossing te kom nie. Verskeie metodes moet dus komplemen

terend aangewend word vir probl eemoplossin g ." 

In th i s study a variety of methods will be used. The phenomenological 

method will be used as the fundamental method an d i t will be supplemented 

by the hermeneutic, dialectic, literature review an d criti cal text study, the 

questionnaire, interview an d observation. The p henomenological method 

now recei ve attention. 
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1.5.2 The phenomenological method 

Phenomenology, as Van Rensburg et al. (1979:330) assert, is a term derived 

from the Greek word "phainomenon" which means " to show itself" or 

appearance and "legoo" which means "I speak" or "I make myself heard". 

In this sense phenomenology is the method or way an investigator follows 

to disclose the essentials of a particular appearance (in this investigation 

it is the Northern Sotho Subject Didactics) as it essentially is in itself. 

The task of the scientist using the phenomenological method must first of 

all be to provisionally isolate his preconceptions, personal opinions and 

feelings regarding the teaching of Northern Sotho at colleges of education. 

Secondly, he must bring the situation at colleges of education to a 

standstill in order to identify and describe the essences of teaching 

Northern Sotho at such institutions, but without losing sight of the 

characteristic dynamism of the didactic situation. Thirdly, he must 

consistently apply the phenomenological reduction processes in order to 

identify the categories. Fourthly, he must make use of scientifically 

consi stent and valid terminology to describe t he categories. 

1.5.3 The hermeneutic method 

The hermeneu tic method, as a complementary method to the phenomenolo

gical method, requires that the phenomenol ogist critically sets out to 

describe but also to interpret phenomena in written texts. In studying a 

text, the researcher has an obligation to in terpret and understand it in 

the light of the v iewpoint of the writer, because words and concepts have 

both denotative and connotative meanings. Therefore, this scientific 

method is used to bring meaning to he study of the teaching of Northern 

Sotho. It concerns itself with revelation (Satekge, 1988:32). 

The essentials of the phenomenon are exposed by the use of the 

phenomenological method and thereafter evaluated and interpreted by 

· means of the hermeneutic method. In this study the hermeneutic method 

will be used to i dentify and verify the problems encountered in the 
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teaching of Northern Sotho at colleges of education. The followi ng 

question is to be asked about every meaningful matter which appears in 

the text on the teaching of Northern Sotho at colleges of education: What 

purpose will be served by its realisation or what is the significance of its 

realisation? 

1.5.4 The triadic method 

The triadic method is a phe nomenological conversation or dialogue. 

Satekge (1988:50) mentions that it refers to "dialogue with the aim of 

joining two things in order to obtain a coherent whole." There is a first 

thesis followed by a second thesis, fin ally both converge in integrated 

synthesis as illustrated below: 

First 
Th es is 

In tegrated 
Synthes i s 

Second 
Thesis 

The whole research project is triadic in nature because there is a first 

mode of being implemented before a second mode and both converge in an 

in tegrated synthesis in which the two theses are preserved and retained. 

The triadic thought will p r oceed i n this project as follows: 



Procedu r e to 
r esearch pro j ect 
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Chapter 1 

Chapter 2: Di dactic theory as 
framework for the teaching of 
orthern Sotho at colleges of 

education 

Chapter 3: The problems and 
strateg i es of teaching 
Northern Sotho at colleges of 
education 

Chapter 4: Pract ical work 
·nvolv i ng questionnaires, 
i nvest i gative in terv i ews and 
observation 

Chapter 5: Findings, 
conclus ions and 
recommendations 

1.5.5 Literature review and critical text study 

An effective review and interpretation of relevant literature are to be 

undertaken paying attention to both authoritative theory and research. 

This means that literature study in which the phenomenological thought 

processes are recognised and applied was undertaken. 

A cri tical text study will also be undertaken to support an effective 

li terature review. The text study on problems encountered in the teaching 

of Northern Sotho at colleges of education will progress in the following 

manner: 

The titles and subtitles of the consulted texts on teaching, teacher 

education and on the teaching of mother tongue are to be analysed. 

The tables of contents of the relevant literature are also to be 

analysed. 
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Definitions of problems a nd hy pothesis formulation in the various 

texts on teacher education, teac hin g and the teaching of mothe r 

ton g ue a re to be a nalysed a nd evaluated. 

Essence tables for the various r elevant texts are to be compiled. 

The meanin gs of the r ele va nt texts are to be analysed and 

evaluated. 

1.5.6 Observation 

This method implies that t he research e r ge t s in to the field where problems 

are found. In t hi s case th e colleges of education in Lebowa will be 

visited. Mouton an d Ma rais (1 988: 162) descri be observation as that process 

through which resea r che r s e stablish a link between reality and theoretical 

assumptions. In this resear ch it wo ul d imply the link between the 

teaching of Northern Sotho at colleges of education and its djdactical 

theoretical assumptions. 

1.5.7 Questionnaire 

In o rder to bring to light the essentials which may be formulated as 

questions a thorough study is made of the phenomenon of teaching 

Northe rn Sotho. Essen ti als are wri tten down in question form paying 

atte n tion to e very word i n the question. If possi ble every question is 

subd ivided into shorter questions, each of which will be concerned with 

somethin g t ha t is really a problem. Every question focuses on a single 

as pec t and those questions which are related are grouped together. 

Questions are structured i n order to permit them to be answered logically, 

systematically and u nambiguously. Every possible sign of prejudice is 

removed from the questions. 

An accompanyin g letter will be sen t to Rectors and Northern Sotho 

lec tu rers at colleges of education. Th is will be followed up to ensure a 

reply rate of at least 70 per cent. Alternatively questionnaires will be 

completed in t he presence of the researcher to ensure a reasonable reply 

r ate. 
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1.5.8 Investigate interview (oral dialogue) 

Inte r views will be conducted wi th Rectors of colleges of education , 

Departmental Heads for Northern Sotho, Northern Sotho lecturers at 

colleges of education and academics. Conducting an interview depends on 

the realisation of essentials and it is concerned with the essentials of the 

matter under discussion. The conversation is specifically concerned with 

t he removal of the non-essentials in order that what is essential to the 

solution may come to light clearly and distinctly. The researcher will draw 

up a table of essentials for each interview he conducts for subsequent 

comparison of responses. 

1.6 AIM OF THE RESEARCH 

The pri mary aim of th is study is to in vestigate, interpret, describe and 

identify negative factors in the teach ing of Northern Sotho at colleges of 

education in Lebowa. These factors are identified with a view to 

formu lating recommendations as to how student teachers may be trained 

in the teaching of Northern Sotho to fulfil the task of teaching Northern 

Sotho as first language at schools more effectively. 

1.7 SUMMARY AND ANNOUNCEMENT OF FURTHER PROGRAMME 

1.7.1 Summary 

Chapter one is an attempt at orientation towards the problem under 

in vestigation. It deals with an illumination of the title, concepts and 

related terms, problem statement, formulation of hypothesis, accountability 

of method, formulation of aim and programme of study. 

1.7.2 Announcement of further programme 

Chapter two will be an exposi tion of the didactic theory as framework for 

the teaching of Northern Sotho in colleges of education. 

Chapter three will be an exposition of the problems and strategies of 

teaching Northern Sotho at colleges of education. 



-22-

Chapter four will deal with practi cal work involving the questionnaire, 

investigative interview and observation. 

Chapter five will be a summary of this study. It will deal with the 

conclusions, deductions and justified recommendations. 
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CHAPTER TWO 

DIDACTIC THEORY AS FRAMEWORK FOR THE 

TEACHING OF NORTHERN SOTHO AT 
COLLEGES OF EDUCATION 

2.1 INTRODUCTION 

The preparation (traini ng ) of Northern Sotho teachers at colleges of 

education generally rests on the accepted premise that "the student must 

be taught the theoretical aspects of pedagogics as well as the application 

thereof in a practical teaching situation" (Degenaar and McFarlane, 1982:2). 

The implication is that such theoretical traini ng has to culminate in the 

practice of subject didactics. 

It should be emphasised that "didactics deals with the teaching activity 

as it is found in the educational s ituation ... teachin g is always a practical 

matter in the sense that it is an activity continuously carried out by 

teachers and parents" (Van der Stoep and Louw, 1984:13). 

According to Jardine (1983:2) didactics, as a theoretical study of the 

phenomenon of teaching, "possesses a strong practical basis" which 

becomes evident in the subject didactics of Northern Sotho in this 

investigation. In other words, theory describes and explains that which 

is being put into practice. 

Th e gap between theory and practice must be closed. In this regard 

Basson (1 991 :1) observed: "Die brug wat hier geslaan moet word, is die 

denke oor 'n onderwyspraktyk (vakdidaktiese teorie) en die aktualisering 

daarvan in die vorm van gestru ktureerde onderrig en leerhandelinge met 

betrek-king tot vakinhoude gerig de ur onderwysdoelstellings." 

In the li g ht of what has been mentioned, i t may be assumed that the 

effective training of Northern Sotho teachers has as its basis, insight into 

the meanin g and structure of both t heory and practice. This seems to 
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form the only meani ng f ul a nd logical basis for s t r uc tu ri ng t he effectiv e 

teachin g of su bjec ts (Swart et al. , 1987:5) such as Northe r n Sotho. 

At th is stage it ma y, therefore, be stated that theory is j ust as impor tant 

as practice. This can be seen from t he poin t of departure fo r a 

s cien ti ficall y accountable didacti c theory which is " the origin al ed ucation 

s ituation " (Van der Stoep and Louw, 1984:44) . In t his regard Lo uw 

(1983:15) maintains that the point of departure shoul d " ... d ie totaal van 

die gegewens van d ie didaktiese-pedagogiese bevat; dit moet universeel 

versky n; en dit meet eenvoudig e n beskryfbaar wees, di t wil se, nie de u r 

ander nie-essensiele aspekte gekompli seer of ve r s l uier wees nie." 

The r e are, howeve r, educationists who are of th e opinion that school i ng is 

a point of departu re for a scienti fi cally accounta ble di dactic theory . "If 

a di dactic t heory takes the school as its point of departure, it simply 

means that if the s c hool is removed from society - whic h is qu ite possible 

- teachi ng as such is also removed f rom soci e ty" (Van der Stoep a nd 

Louw, 1984:32). This point of de parture cannot be regarded as valid or 

accountable. 

Some educationis t s on the ot he r ha nd r egar d theories of learning as 

determining a point of departure for a scien tificall y accountable didactic 

t heory. For i ns t ance, Behaviori s m a s a theory of learni ng " ... cannot 

explain the fundame ntals of teachin g be cause t eachi ng and learning are not 

identical activities, the y are , in f act com ple me ntary to each other" (Van 

der Stoep and Louw, 1984:32). Al t hou g h it can be arg ued that Behaviorism 

g ives rise to programmed teachin g, it does not seem to be explaining the 

f u ndamentals of teac hing. Therefore, learning theories cannot determine 

a point of departure for a scientifi cally accountable didactic theory. 

It can be deduced that a point of de parture for a s cie nt ifically accountable 

d idactic theory also acts as a basis for the stud y of the theory of 

d idactics which has to culminate in the effective teachi ng of Northern 

Sotho. This implies that the pronounce me nts of a d idactic theory have to 

be evaluated and ve rifi ed in p r acti ce. The exposition that follows deals 

wi th the necessi t y of a didactic theory. 
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2.2 THE NECESSITY OF A DIDACTIC THEORY WITH REGARD TO THE 

TEACHING OF NORTHERN SOTHO 

A didactic theory explains and desc ribes "the teaching phenomenon as it 

appears in the living world of man" (Van der Stoep and Louw, 1984:44). 

In the same breath Louw (1991 :62) regards a didactic theory as a "radical 

consideration, explanation and systematic description of teaching as 

original (ontological) practice of education." The didacticians that have 

been quoted actually agree that a didactic theory is necessary because it 

explains and systematically describes the occurrence of teaching. 

Louw (1 991 :62) also maintains that a didactic theory "projects knowledge 

of the original teaching activity towards a secondary practice which must 

be realised (school or college of education)." Therefore, a didactic theory 

has a scientifically valid responsibility to give rise to an accountable 

teaching practice, such as the practice of teaching Northern Sotho. 

It is in the primary education situation in the home, "that the didactic 

categories appear most clearly because they are not obscured by 

formalisation or artificialities" (Louw, 1991:62). Since these categories 

appear clearly, it is possible for didacticians to explain and describe 

teaching in a clear manner. 

Didactic categories as they appear in the original education situation 

represent effective teaching "which makes the formal practice possible 

because the formal practice (school) is actualised in terms of the same 

categories" (Lou w, 1991 :63). This means that teaching at school or college 

of education should be structured in terms of the same categories as the 

primary practice. Van der Stoep en Louw (1984:45) emphasise: "The 

lesson situation in the school can then be designed in such a way that the 

school, as for mali sed living-world of the child, and teaching as formalised 

education, reflect the spontaneous, unscientific living-world as accurately 

as possible. " 

In line with the foregoing paragraphs Trowbridge and Bybee (1986:25) 

assert that a teaching theory must specify the experiences that will most 

effectively motivate the learner (student teacher); the most effective way 
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in which the learning material (such as Northern Sotho learning content) 

can be structured in order to enhance learning; the best sequence in 

whi ch the learni ng mate ri al ca n be pre se nted as wel l as feedback a nd 

evaluation process . 

The exposition of the necessity of a did ac tic theory with regard to the 

teachin g of Northern Sotho leads to the di scussion of the relationship 

between did actics, s ubject di dactics and orthodidactics. 

2.3 RELATIONSHIP BETWEEN DIDACTICS, NORTHERN SOTHO SUBJECT 

DIDACTICS AND ORTHODIDACTICS IN NORTHERN SOTHO 

Go us, as quoted by Jar d ine (1 983:22), r e fe rs to Didactics as "the term used 

to describe the theoretical study of teachi ng and learning, in the formal 

s ituations to be found in s chool s and othe r educational institutions, as well 

as in non-formal and informal t each ing- learni ng situations." 

Accordin g to Van der Stoep a nd Lou w (1 984:28) the concept of didactics 

is " t he theor y of teac hin g or the scien tifi c analysis of the teaching 

acti vity." In li ne wit h t hi s Louw et al. (1 983:13) state: "Didaktiese 

pedagogiek beteken die wetenskap of the wetenskaplike uitkoms van die 

bes t uderi ng va n d ie d idaktiese-pedagogiese s ituasie. " While Van der Stoep 

en Louw confine didactics to pedagogic s ituations, Jardi ne relates teaching 

to even situation s ou tside t he school as in colleges of education and other 

tertiary institutions . 

Van der Stoep an d Louw (1 984:41) assert that the didactic theory attempts 

to arrive at ge nerally valid fi nd in gs regar d in g teaching while "subject 

didactics is a particul a ri sation of the general fin dings of didactics for the 

teachi ng of a s pecific s chool s u bject. S u bject di dactics particularises the 

general structure an d in t hi s sense t he fi nd ings and pronouncements of 

subject didactics a re a matte r of desig n, i. e . the design of a particular 

teaching s it uation ." This particulari sation of general didactics findings 

explains the relationship between di dactics and subject didactics (for 

example No r t he r n Sotho). 
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Particularisation is concerned with a number of teaching aspects. A 

college of education curriculum consists of a variety of school (college) 

subjects, each with its own unique nature. The content of a subject su ch 

as Northern Sotho, differs from that of Geography and their teaching 

methods also differ. By implication the teaching of Northern Sotho as first 

language will differ from the teaching of Northern Sotho as second 

language or third language as indicated in chapter one. 

In the college situation the didactic activities are always concerned with 

a particular content, a particular student teacher in a particular class 

from a particular background. It is the function of subject didactics to 

explain the manner in which all these particulars concerning the content 

and the student teacher are brought into functi on in a college of 

education situation. 

The lesson situation in a college of education is a teaching situation which 

must be planned and realised in terms of the special conditions which 

prevail for that particular college of education. This is a particularisation 

of general d idactic findings by subject didactics in accordance with the 

particular nature of a subject such as Northern Sotho and the particular 

student teacher for whom the lesson is designed. Borst (1991 :5) describes 

the relationship between didactics and subject didactics by maintaining 

that "it is impossible to even start sub ject d idactics without first taking 

didactics into account. " 

"The relationship between didactics and subject didactics is in large 

measure the same as the relationship between didactics and orthodidactics" 

(Van der Stoep and Louw, 1984:42). In line with this Bauer and Van 

Niekerk (1991 :39) explain that orthodidactics is a section of the didactic 

theory that addresses "the phenomenon of poor academic performance." 

Orthodidactics is the aspect of general didactic theory concerned with the 

research and design of an accountable practice for the benefit of the 

student teacher who cannot cope with the usual demands of Northern 

Sotho at a college of education. The aim is to provide special teaching for 

the particular student teacher in order for the student teacher to acquire 

adequate learni ng (Van der Stoep and Louw, 1984:42). The question is 

whether such special teaching is offered at colleges of education. Having 
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considered Didacti cs and i ts relationship with subject didactics, it is 

appropriate at this juncture to focus attention on the primary con

sequences for a didactic theory wi th regard to Northern Sotho. 

2.4 PRIMARY CONSEQUENCES OF A DIDACTIC THEORY WITH REGARD TO 

NORTHERN SOTHO 

The purpose of this section is to explain the major implications and con

sequences of the various aspects of the didactic theory. These aspects 

receive attention in the subsequent paragraphs: 

2.4.1 The relationship between education and teaching 

The basic relationship between education and teaching lies in the fact that 

colleges of education train student teachers to be in a better position to 

explain, describe and unfold certain norms which the child must master to 

become a responsible adult. The realisation of the educational aim is 

therefore made possible in the relationship between education and teaching 

(Louw, 1991:21 ). Thi s implies that the teaching-learning activity is the 

means by which the aims of education are realised. 

The teaching of content for Northern Sotho will culminate in the attainment 

of educational aims such as "to extend the student's own knowledge and 

language proficiency" (Department of Education and Training, 1985:1 ). By 

means of teaching Northern Sotho content the norms and values of the 

Northern Sotho culture can be realised. In this sense it is evident that 

" education is actualised or realised by means of technical (functional 

relationship) and the fundamental meaning of teaching is found in 

educational aims (structural relationship)" (Louw, 1991 :22). 

The fact that education is actualised by means of teaching is endorsed by 

Van der Stoep and Louw (1984:24): "Education cannot take place without 

contents. Whenever contents are present in the educational situation it 

i s obvious that the teaching activity i s immediately implied and present." 

Van der Stoep and Louw (1976:13) continue: " Dit is nie moontlik om op te 

voed sender om te onderrig nie. Eweneens is dit sinloos om te onderrig 

waar kinders by die situasie betrokke is tensy die bedoeling is om hulle 

volwassenheid tot 'n waardige gestalte te bring." 
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It is against this backg r ound that education ca nnot be separated f rom 

teachi ng. I n this regard Van Dyk and Van de r Stoep (1977:26) maintain: 

" Die opvoeding verwerkli k hom in die onderri g terwyl d ie s in van die 

onderrig in die leefgang van ' n kind in die opvoedingsdoelstellings gelee 

is. " In other words whenever education takes place teaching is i mplie d . 

Teaching is, therefore, always related to education. The didacti c 

categorie s which describe the acti vities of teachi ng will now be d iscussed . 

2.4.2 Didactic categories 

Didactic categories are the essences of the di dactic situation. They 

desc ri be the phenomenon of teachin g. The y a r e the outcome of an 

in tensi ve reflection on the didactic situation. It is in this sense that Van 

de r Stoep a nd Lo uw (1984:46) main tain t hat di dactic categories "mus t 

describe teaching i n such a manner that the acti vity (teaching) is clearly 

understood by means of equall y clear te rminology. " 

With regard to the forgoin g, knowledge of t he didactic categories is 

essential for the effecti ve teachin g of Nor thern Sotho at colleges of 

educa tion. These catego ries will now be discussed in relation to the 

teaching of Northern Sotho. 

2.4.2.1 Unlocking of reality 

Unlocki ng of reality means th a t "a pe r son who knows and commands 

certain contents of the living - world, unlocks or u nfolds the contents for 

the benefit of one who does not k now and cannot command the contents" 

(Van der Stoep and Louw, 1984: 47). Thi s implies that the Northern Sotho 

lecturer who knows an d commands t he lea r nin g content for Northern Sotho 

has to expose such content for the student teacher who does not know 

and cannot command it. The ai m is to help t he student teacher to be 

formed into a Northern Sotho teac her. 

I n the li g ht of the foregoin g it becomes evident that " the unlocking of 

reality is fundame nt al to the t heory of categorical formi ng" (Satekge, 1990: 

41 ) . This implies t hat the student teache r who is to be formed must open 
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himself and become receptive to the forming possi bilities th at are exposed 

by the Northern Sotho lecturer. 

To actualise this category the Northern Sotho lectu rer will have to account 

for his exposition of reality in terms of Northe rn Sotho content, the form 

of the exposition and his aim in exposing specific reali ty to the student 

(Louw, 1971 :67). This means that the Northern Sotho lectu rer is 

accountable for the quality of the student teac her's learning and for t he 

way in which the student teacher interprets t he content. I n th is sense 

the Northern Sotho lecturer should ensure that t he student teacher "will 

experience the content as meaningful and in doin g so transform t he 

content to become an authentic part of himself" (Va n der Stoep and Louw, 

1984:47). One way in which the lecturer can accom pli s h th is u nlockin g a nd 

experiencing of content by his student teachers is t h rough accompani ment. 

2.4.2.2 Accompaniment 

Accompaniment means that during the unlockin g of Northern Sotho learni ng 

content, the lecturer does not leave the stu dent teacher to his own 

devices. The lecture r is continually involved to indicate direction, to 

control mi s takes, to test insi g ht , to le t the stu dent repeat and practise 

certain activities (Lo uw, 1971 :70). Thi s means that without the Northern 

Sotho lecturer's accom panime nt of the student teacher in the didactic 

situation, it will be difficult fo r the stu de nt to achieve mastery of the new 

learning content on his own. 

It is evident that accompa nime nt is ri g ht at t he centre of didactic 

activities becau?e it stresses th at the Northern Sotho lecturer wants to 

meet the student teacher in the t eachin g si tuation . To be able to 

accompany the student teacher effectively it is essen ti al that the Northern 

Sotho lecturer should be a ble to dema rcate time and t he form of exposing 

learning contents during the didactic situation. 

2.4.2.3 Demarcation 

The didactic catego ry of demarcation (deli mination) is mainly concerned 

with time and form . It is for thi s reason t hat Va n der Stoep and Louw 
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(1984:52) contend: " ... parents deci de on which norms and values to teach 

their children. The next task i s to decide on the time to teach these 

norms and values and when to complete each aspect. In the school 

si tuation, which i s formal, subjects are allocated the time during which 

they should be taught. This allocation depends on the nature and form 

to be taken." 

Therefore demarcation implies that the learnin g content for Northern Sotho 

which has to be taught at colleges of education should only be the content 

prescribed by the syllabuses such as the study of "proverbs" (Department 

of Education and Training, 1988: 7). Demarcation further implies that time 

should be set aside for the teaching of a specific aspect of the syllabus 

such as grammar and li terature. 

should also be selected. 

The most suitable form of teaching 

It would appear to imply that if time and form are not demarcated in the 

teaching of Northern Sotho then the didactic situation would be diffuse 

and chaotic. Reduction is closely related to demarcation. 

2.4.2.4 Reduction 

Reduction is concerned with the learning contents that are involved in the 

didactic situation. It implies that the Northern Sotho lecturer has to 

"identify and choose those aspects of the content which are important and 

absolutely essential" (Van der Stoep and Louw, 1984:53). In this sense 

reduction i s based on the fact that not all aspects of Northern Sotho 

content are important because they do not ensure that the student teacher 

will gain insigh t into the subject. 

The category of reduction of content to i ts essences, "offers the 

possibility of simplifying complex structures which enable the child to 

explore reality with greater security " (Louw, 1971:75). Therefore, if the 

student teacher could be left to himself he will not necessarily be able to 

i dentify the important aspects of the learning content. This means that 

to help the student teacher to gain insight into the problem posed by the 

subject matter, the Northern Sotho lecturer should account for the way in 

which he systematises the contents in the lesson. 
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In order to be able to reduce the learning content to its essences it is 

imperative that the Northern Sotho lecturer should be suitably qualified . 

This means that he must have read widely in Northern Sotho; he must also 

have attended Northern Sotho courses, sympos ia or consulted experts in 

the subjects and should continue to do research. 

2.4.2.5 Formalising 

In order to help the student teacher to realise certain skills and to master 

certain mobility, the Northern Sotho lecturer "has to formalise the didactic 

situation" (Van der Stoep and Louw, 1984:51 ). There is no guarantee that 

student teachers will always master the content at the first attempt of 

teaching. It sometimes becomes necessary for the Northern Sotho lecturer 

to repeat the presentation of lessons to enable student teachers to real ise 

the essences of such lessons. It is against this background that the 

student teacher will have insight of skills he has to learn. The use of 

micro lessons in promoting certain teac hin g skills become extremely 

important. 

It is important to note the difference between "formalising" and 

"formalism". According to Van der Stoep and Louw (1984:51) formalism 

means that "the teacher constructs his lessons i n only one form." 

Didactically this is not acceptable because it may lead to a rigid 

application of a teaching method. 

2.4.2.6 Objectification 

This category implies that the student teacher is distanced from "the 

content in such a way that he is capable of identifying the essences of 

the content as well as their inter- relation ships with one another" (Van der 

Stoep and Louw, 1984:50). In li ne with thi s Louw (1971 :71) express the 

opinion that "objectification or dissociation is also imperative for the child 

because objectivity is conditional for the unbiased judgement concerning 

reality structures regarding which man must accept a point of view in 

everyday life." 
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It becomes evident that by distancing the student teacher from what he 

has to learn, he is placed in a position where he can make soun d 

judgements which will enable him to make an objective evaluation of the 

essences of, for example, a poem. 

Without actualising the category of objectivity during the teaching and 

learning activity, the student teacher cannot establish any standpoint with 

regard to, say, grammar. Objectification does not imply that didactic aids 

should not be used in lesson presentation. It is through these didactic 

aids that the student teacher will master important concepts in Northern 

Sotho teaching. 

2.4.2. 7 Orientation 

Orientation means " to determine one's position in terms of known fixed 

points. These fixed points are normally the contents in the didactical 

situation" (Louw, 1971 :70). In this sense fixed points are Northern Sotho 

contents such as folklore, poetry, grammar and composition. Therefore in 

his exposition of content, the Northern Sotho lecturer makes it possible for 

the student teacher to orientate himself. 

If the student teacher is not orientated, the problem arises that the 

learning content will remain diffuse and unattractive for him. The student 

teacher is orientated in his preparation for the teaching profession which 

he anticipates. 

2.4.2.8 Anticipation 

The aim of teaching is always to realise the future. "If the future is 

realised in the present anticipation is necessarily always present in the 

teaching situation" (Van der Stoep and Louw, 1984:51 ). Therefore the 

Northern Sotho lecturer has to anticipate the future of the student teacher 

in order to prepare him to become a Northern Sotho teacher. 

The category of anticipation is essentially related to that of imperativity. 

The demands made upon the student teacher during Northern Sotho 

lessons is confronting him with the content that he will need as a teacher 
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in future. As the future is a nticipated t he student teacher is expected to 

achieve p rofici e ncy. 

2.4.2.9 Achievement 

According to Tlale (1985:32) "an ad ul t (Northern Sotho lecturer - author 's 

additio n) who is involved with the c hil d (student teacher - author's 

addition) in the teaching-learning s ituation expects a certain standard of 

achievement by the chil d with regard to contents." Therefore, it is proper 

t hat t he Northern Sotho lecturer s hould intervene by controlling and 

assessi ng the student teacher's achieveme nts during his training as a 

Northern Sot ho teacher. Where t he Northern Sotho lecturer does not do 

this it means t hat t he responsi bili t y of accompanying the student teacher 

is ignored . 

Control a nd assessment by the Northern Sotho lecturer enable the student 

teacher to assess and even to criticise his own achievement during his 

trai ni ng as a Northern Sotho teacher. By control and assessment student 

teachers are motivated to learn further. Van der Stoep and Louw (1984:53) 

emphasise: "Control by the teacher is essential as control and assessment 

are essential aspects of the forming the adult has in mind which in turn 

determines the nature and aims of teaching." It is for this reason that 

evaluation in Northern Sotho should receive serious attention because one 

can on ly evaluate what one was able to teach. 

2.4.2.10 Forming 

Forming means that the student teacher is formed in the didactic situation. 

It means the act of teachi ng is formative i n character as Louw (1971 :72) 

points out: " The aid given by the adult (Northern Sotho lecturer -

author ' s addition ) in the didactic s ituation nullifies the child's (student 

teacher 's - author 's addition) decisionless restraint regarding a given 

(especial ly concrete) reali ty to a large extent The child emancipates 

himself i n reali ty and also creates a place for himself in reality." 

Therefore, when teaching the Northern Sotho content, the lecturer helps 

the student teacher with the aim that he will become somebody (Northern 

Sotho teacher). 
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Van der Stoep an d Louw (1 984:48 ) ar e of t he opi nion that " forming has the 

added effect of enri ching the chil d 's (student teacher's - author 's 

addition ) inner li fe which i s evi denced in a wi der and deeper experience. " 

Thi s i mplies that as the student teacher gains insight into the subject 

matter he i s gradually formed . Hi s formed ness also implies that he has to 

be i nvolved i n social si tuations. 

2.4.2.11 Socia Using 

The teachi ng si tuation i s essentially a social si tuation (Van der Stoep and 

Louw, 1984:52). I t means that i t i s a si tuation of inter-personal 

r elationshi ps. To emphasise the poi nt more strongly, Satekge (1990:50) 

main tains t hat the di dac t i c si tuation "i s concl usively a social situation in 

which both the teacher and the child are engaged, as human beings, in 

meaningful education. " There i s al ways a soci al relationship between the 

Northern Sotho lecturer and the student teacher. Therefore in the 

teaching of Northern Sotho th i s social rel ationship should always be 

m~intai ned, cultivated and nourished . 

The socialising category i ndicates the mutual dependence between the 

Northern Sotho lecturer and the student teacher. In a social situation the 

student teacher has to give evidence of progress. 

2.4.2.12 Progression 

Progress is an aspect of the activity of teaching. The primary aim of 

teacher training programmes namely to train teachers, cannot be reached 

i f the student teacher does not progress in the teaching situation. 

The progressi ve character of didactic situations implies that the student 

teacher should move or progress from less complex relationships to more 

complex relationships. Therefore, progression forms an inherent part of 

the teaching si tuation. 

The student teacher can progress only if he is confronted with certain 

i mperatives in the teaching of Northern Sotho content. 
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2.4.2.13 Imperafivjty 

The lesson situation makes certain demands or im peratives on both the 

student teacher and the Northern Sotho lecturer. The situation demands 

that the student teacher should learn and that the Northern Sotho lecturer 

should design, prepare and present lessons. Further demands or 

im peratives incl ude discipline, control of mistakes by student teachers, 

progression with the work programme and its completion within a 

prescribed period . 

In this regard Van der Stoep and Lou w (1 984:50) maintain that 11 al l 

didactic categories are meaningless if the imperative character of the 

didactic situation is not fully realised. 11 Therefore, these demands are so 

basic that student teachers cannot ignore or avoid them. The demands are 

not always adequately met by student teachers. This means that whenever 

the student teacher's performance is not at a desired level, then 

reteaching will become necessary. 

2.4.2. 14 Learn;ng 

As the lecturer unlocks the contents of Northern Sotho, the student 

teacher on the other hand learns the content he is confronted with. The 

student teacher can learn because he is a human being and because 

learning is one of the spontaneous ways of being (Van der Stoep and 

Louw, 1984:48). Therefore, it is essential that the Northern Sotho lecturer 

should direct the student teacher's spontaneous learning activities by 

using appropriate teaching strategies. 

Van der Stoep and Louw (1984:48) conclude: "In order to realise this 

category systematically, the teacher must unlock reality in such a way that 

it will evoke the child's spontaneous learning intention." 

Since teaching is evaluated in terms of didactic criteria the paragraphs 

that follow will be devoted to such criteria. 
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2.4.3 Didactic criteria 

Didactic criteria are distinguishing marks or norms of judgement that are 

used to evaluate and assess the quali ty of teaching and learning effect 

(Louw, 1991 :31-32). Evaluating the didactic situation means that what the 

teacher has contributed during teaching should be clearly identified in 

terms of criteria. 

These criteria can be described in terms li ke perspective, constituting, 

relationally, selfdiscovery, emancipation, security, rationalisation and 

transcending. These concepts describe the qualities of effective teaching 

and as such they qualify as didactic criteria which can be used to assess 

or evaluate the teaching event. These criteria which can be used to 

evaluate the quality of teaching Northern Sotho at colleges of education 

are as follows: 

2.4.3.1 Perspecti vity 

Perspectivity is concerned with placin g certain aspects of the content (in 

this research, the Northern Sotho content), in a more prominent position 

than others (Van der Stoep and Louw, 1984:55). The problem with 

perspecti vity is that in Northern Sotho, no person can determine certain 

aspects of the Northern Sotho learning content as prominent or less 

prominent in the living world of another person. Each person must create 

perspectivity independently in terms of his own insight, conception, value, 

judgement and intuitive experience (Louw, 1971 :84). In solving this 

problem the Northern Sotho lecturer, however, aids and supports the 

student teacher in this decision. This means that the Northern Sotho 

lecturer places his own insight, conceptions, evaluations and intuitive 

feelings at the disposal of the student teacher with the aim of aiding the 

student teacher in his orientation." 

2.4.3.2 Constituting 

The Northern Sotho lecturer who, in his teaching, can clearly differentiate 

between the essential and the non-essential aspects of the subject matter, 

enables the student teacher to have insight and as such to constitute or 
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create a standpoint with regard to the exposed learning content. It is , 

therefore, important that the Northern Sotho lecturer should lead, guide, 

direct and accompany the childre n (stude nt teachers) in constituting their 

own life-world (Satekge, 1990:55 ). 

By implication teaching should be so effective that the student is enabled 

to constitute a new reality for himself or to experience the exposed 

Northern Sotho content as meaningful. 

2.4.3.3 Relationality 

Relationality as a didactic criterion focuses the teacher's attention on the 

need to evaluate continuously the student teacher's growing and changing 

relationship. In this study " relation ally" refers to the relationship 

between the student teacher and the Northern Sotho learning content. 

As the Northern Sotho lecturer teaches the student teacher's relationship 

wi th the learning content grows and changes, for instance, his under

standing of Northern Sotho folklore increases. In order to motivate the 

student teacher, his knowledge should be evaluated continually. 

2.4.3.4 Self-discovery 

The essence of self-discovery as a didactic criterion is in the fact that 

" the adult expects the child to cross temporary boundaries, break down 

resistance, solve problems and attain certain levels of achievement" (Van 

der Stoep and Louw, 1984:56-57). It is, therefore, the responsibility and 

the task of the Northern Sotho lecturer to assist the student teacher to 

discover himself and to know his possibilities and shortcomings. In this 

regard Van der Stoep and Louw (1984:54) advise: "If there is no evidence 

that the child has discovered himself in the teaching situation, ... aspects 

such as anticipation and expectation were not adequately realised in the 

teaching situation. " 

In order to actualise this category the student teacher should be given 

the opportunity to write classwork, homework, assignments, tests and 

examinations. The results of these exercises will enable the student 
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teacher to discover his academic abil ity wit h regar d to , say , g r ammar, 

literature or composition writing in Northern Sotho. 

2.4.3.5 Emancipation 

The essence of emancipation rests on the fact that as t he student teacher 

gains self-reliance and responsibili ty to make j udgements in hi s involve

ment with Northern Sotho, the Northern Sotho lecturer 's support and 

assistance progressively become dispensable (Tlale , 1985:36). Therefore, 

the support of the Northern Sotho lecture r becomes superfluous because 

the student teacher steadil y becomes capable of making decisions and 

willing to accept the consequences of hi s decisions. Van der Stoep and 

Lou w (1 984:57) stress t hat the "ch il d explores r eali t y from a position of 

security in the educational situation to the exten t that he is emancipated 

from the adult in that the adult's aid and support become unnecessary. " 

Therefore, emancipation in this in s tance implies the willingness and ability 

to accept r e sponsibili ty and to become a Northe rn Sotho teacher. 

2.4.3.6 Expectation 

The essence of the didactic category of expectation depends on the 

Northe rn Sotho lecturer's s houldering the responsibil ity of aiding the 

student teache r to reali se hi s futu r e . This means that when the student 

teacher takes part in the Nor t hern Sotho lesson he is guided towards the 

expected future and hi s willin gness to learn in dicates his intention to 

c reate his own future. 

It becomes e vide nt that the Northern Sotho lecturer uses the learning 

conte nt, for example li terature, i n or de r to in vite the student teacher to 

be involved in the situation . In this way the student teacher continually 

increases his knowledge because the Northe rn Sotho lecturer is also 

continually confronting him with the learni ng content. The confrontation 

of the stude nt teache r with learni ng con tent f ulfil s the student teacher's 

expectation . 
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2.4.3. 7 Rationality 

The d idactic category of rationality is concerned with the student 

teacher 's more objective insight into his own s ituation in his in volvement 

with reality. The student teacher ' s insight in intellectual terms enables 

him to view reality with greater clarit y (Van der Stoep and Louw, 1984:58). 

This fact is endorsed by Louw (1971 :92) who maintains that rationality is 

"i nsight concerning own situatedness in the world." Van der Stoep (1969: 

37) also concurs: "In die lig daarvan dat die volwassene by die onderwys 

gedurig besig is om die werkli kheid oftewel leerinhoude (leerstof) tot die 

absoluut essensiele te reduseer met die oog op die verowering deur die 

kind, geld dit logieserwys as maatstaf vi r die didaktiese handeling of 'n 

ki nd tot ' n meerdere rasionalisering van d ie werklikheid gekom het." 

These d idacti cians agree that rationali ty is possible by means of thorough 

u nderstanding of one 's own situation in relation to the world. 

It impl ies that the insight of the student teacher enables him to view the 

Northern Sotho content objectively. The student teacher can rationalise 

if he has reached the required level of intellectual command and if he 

possesses insight and skills that concern the particular subject matter for 

example, poetry. 

2.4.3.8 Security 

Effective teaching and learning are possible in a safe and secure 

atmosphere. The Northern Sotho lecturer has to ensure that the student 

teacher feels secure even before he ventures with the details of the 

lesson. It is for this reason that Van der Stoep and Louw (1984:58) 

maintain that security has the aim of bringing the student teacher to rest 

and to stabilise the student teacher's affective disposition." This means 

that the student teacher should feel secured in the teaching situation in 

order to be able to reflect on the learni11g content. 

Louw (1971 :93) concurs with the foregoing that this security affords the 

student teacher the opportunity to intensify exposed reality within the 

framework of his experience which will guarantee a better and more 

efficient grasp of reality and enable the child (student teacher) to account 

for his changed relationship with reality. 
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2.4.3.9 Transcendjng 

In the teaching situation "transcending" means that the view of life and 

the world provides a bridge for the student teacher spanning his own 

li ving world and the world above and beyond the human being (Van der 

Stoep and Louw, 1984:59). Van der Stoep (1 969:38) expresses the same 

opinion differently: "In hierdie handeling van die transendering behoort 

die lewens- en wereldbeskoulike opvattings van die opvoeder vir die kind 

'n brug te slaan na die wereld bo en buite die mense, na die ryk van die 

transendente, na d ie God wat hemel en aarde geskape het, dit onderhou 

en volgens Sy raad daaroor regeer." 

The discussion of the didactic criteria in the preceding paragraphs 

in dicates that they enable the Northern Sotho lecturer to evaluate the 

quality of the teaching situation he has to initiate. 

Teaching cannot proceed in a random fashion. It is guided by certain 

didactic principles which are now to be d iscussed. 

2.4.4 Didactic principles 

In didactic literature (Van der Stoep and Louw, 1984:53; Fraser et al., 

1990:53) it is stated that there is a link between the quality of teaching 

and learning success. It means that for a didactic situation to be 

successful, it must have certain conditions, requirements or underlying 

tendencies. According to Louw (1991 :47) these tendencies "appear 

repeatedly in all effective teaching and learning, and because they bring 

the didactic situation into motion, they are described as didactic 

principles." In other words, these princi ples determine the quality of the 

didactic situation and as Duminy and Sohnge (1980:22) state, they should 

not be regarded as "blue prints" for successful teaching. They only 

guide and direct the activity of teaching. 
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Didactic pri nci ples which remain uni versally the same, should be compl i ed 

wi th in order to stri ve for a successful Northern Sotho lesson. Some of 

the didactic principles appear more promi nently than others in certain 

lesson sequences and in this regard Fraser et al. (1990:53) emphasise that 

" knowledge and the im plementation of these principles remain requirements 

for successful lesson planning." The general and particular didactic 

principles are discussed in the paragraphs that follow. Figure 2.1 shows 

a number of teaching principles that can be applied in a Northern Sotho 

lesson. 

DIDACTIC PRINCIPLES 

GENERAL DIDACTIC PARTICULAR 

PRINCIPLES DIDACTIC PRINCIPLES 

SYMPATHY 
PROBLEM-FORMULATION 

CLARITY 
PLANNING 

TE MPO 
ILLUSTRATION 

DYNAMYSM 
SYSTEMATISATION 

BALANCE AND ORDER 

SURVEY ABILITY 

CONTROL 

Figure 2.1: Schematic representation of general and particular did actic 
principles. 
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2.4.4.1 General didactic principles 

General didactic principles "determine the general atmosphere and the 

general basic attitudes and dispositions of educator and child" (Satekge, 

1990:63). These are the essential conditions for effective teaching and 

learning. According to Louw et al. (1 983:37) "die verwerkliking van 

hierdie beginsels verg pedagogiese kennis en gevoehgheid aan die een 

kant en didaktiese insig en vaardigheid aan die ander kant." 

Sympathy, as a didactic principle, is explained as the parent's "insight to 

establish the child's (student teacher 's) real situation and not merely to 

accept that the child has managed to find his own way through reality and 

can therefore be treated as an adult" (Van der Stoep and Louw, 1984:60). 

The Northern Sotho lecturer who sympathises with the student teacher is 

the one who has a certain approach and attitude towards the didactical 

situation. He is the one who always assists and aids the student teacher 

in such a way that his spontaneous learning intention is evoked. A 

sympathetic Northern Sotho lecturer creates an atmosphere of mutual 

acceptance and trust in the teaching situation. 

The actualisation of the didactic categories such as accompaniment, 

socialisation, orientation, anticipation, objectification, achievement and 

forming rests on the premise that the Northern Sotho content is unlocked 

effectively and sympathetically to the student teacher. 

If there is no sympathy, the activity of teaching is ri~id and formalistic . 

By its nature, " such a teaching style will inhibi t the smooth 

development of the situation and at the same time the chHd will experience 

in security" (Van der Stoep and Louw, 1984:60). Where there is no 

sympathy it will not be possible for the student teacher to be formed 

adequately. 

The principle of didactic clarity refers to " ... the teacher's ability to use 

particular teaching media to transfer information or a message to the 

learner (student teacher - author's addition) without the loss of valuable 

information" (Fraser et al., 1990:57). Van der Stoep (1969:39) emphasises 

this point: "Die didaktikus moet duidelikheid he oor waarheen hy wil gaan, 
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wat hy beoog , hoe hy beoog om hierdie doelstelling te bereik, wat dit van 

die kind gaan vorder, waaraan hy sy sukses of mislukking gaan meet 

ensomeer." This means that the Northern Sotho lecturer has to illustrate 

clarity in the teaching situation. 

Every didactic situation is directed at aims. In order to achieve these 

aims, clarity is absolutely necessary. It is for this reason that Van der 

Stoep and Louw (1984:60) maintain that the teacher must be " ... perfectly 

clear about his aims, what content he will select, why he selects the 

particular content, how he is going to achieve his aims, how he is going 

to evaluate the resu lts of his teaching. " For the Northern Sotho lecturer 

to account for matters concerning the teaching activity, clarity is 

necessary. This will enable the student teacher to master the content and 

transform it to become an authentic part of himself. 

The principle of tempo means the degree of speed or slowness at which 

the rate of activity is determined (Webster, 1954:533). "Wherever movement 

is of essence, there is always tempo" (Van der Stoep and Louw, 1984:61 ). 

It is generally accepted that each human being has his own tempo in life 

which is reflected in the activities of learning. 

The didactic principle of tempo constitutes an important and difficult 

problem that the Northern Sotho lecturer faces: "He must try to maintain 

a balanced tempo in order to ensure that the quicker children are not 

bored and, at the same time, that the slower children are not left behind " 

(Van der Stoep and Louw, 1984:61 ). Therefore in his unlocking of 

Northern Sotho content the lecturer should progress at such a tempo that 

no student teacher will fall behind. 

Oynamjsm, in didactic terms, is more concerned with the quality of the 

attitude, the enthusiasm and the zeal of the participants. It gives the 

movement in the situation one expects of effective and enriching teaching, 

a character of dynamism" (Van der Stoep and Louw, 1984:61 ). 

Since the principle of dynamism implies movement, the Northern Sotho 

teacher expects the student teacher to take part in the teaching situation, 

according to his abil ity, with interest and dedication. Dynamism makes 
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certain demands on both the Northern Sotho lecturer and the student 

teacher. If the lecturer is not dynamic his class will be bored and the 

effec t of teachin g cannot be what it ought to be . 

To actuali se the principle of balance it is essential for the Northern Sotho 

lecturer to ensure balance as far as ti me is conce r ned (i ts effective use), 

as far as form is concerned (its variation) and as far as content is 

concerned (it's choice) (Van der Stoep and Louw, 1984:62). If balance is 

ensured then there will be harmon y which is essential for a meaningful 

encounter between the Northern Sotho lecturer and the student teacher. 

In order to guard against unbalanced and inhar monious teaching it is 

impor tant for the teac her to create harmony between content and form. 

A variety of methods have to be used and the content chosen must suit 

t he student teacher 's ability. If the Northe rn Sotho lecturer emphasises 

certain didactic aspects, at the expe nse of othe r aspects which are equally 

important, the problem could arise that a meanin gful dialogue between 

himself and the studen t teache r cannot take place. 

2.4.4.2 Particular djdactic principles 

Particula r didactic princi ples determine the quality of the student 

teacher 's firm grasp of the lear ning content. As Louw et al. (1983:37) 

assert: "Waa r die al geme ne didaktiese beginsels die kwaliteit van effektiewe 

onder ri g-leersituasie bepaal, bepaal d ie besonde r e didaktiese beginsels die 

funksionele voorwaardes vir effektiewe onder rig en leer. " These principles 

are problem-formulation , pl annin g , illustration, s ystematisation and order, 

surveyabili t y, scientific char acter and control. 

With regard to the principle of problem formulation. it can be stated that 

experie nce teaches that t he learni ng acti vity is posi tively activated if the 

student teacher is confronted wi t h a meaningful problem. Since the 

lectur e r pla ns a s pecific lear nin g acti vi t y in the teaching situation, he 

tries to formul ate the pr oble m in such a way that the student teacher (Van 

der S toep an d Louw, 1984:62) will experience i t as meaningful. 
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In t he daily classroom practice the Nort he rn Sotho lecturer announces th e 

theme of the lesson. Because the learning content fo r Northern Sotho is 

not necessaril y mean ingful to the stude nt teache r, it is not always 

understood by him. It is, therefore, the lectu rer 's task to indicate the 

problem inherent to the theme for t he student teache r but in accordance 

with the student teacher 's level of development (Van der Stoep and Louw, 

1984: 131). In this way the Northern Sotho lecture r can be sure that the 

problem is worth being solved by the stude nt teacher. 

In agreement with the above Van der Stoep and Louw (1 984:131) conclude 

"that a lesson or series of lessons cannot be constr ucted in a functional 

unit wit hout a problem and that positive learning results cannot reall y be 

achieved without problems. The essence of the problem is that the teacher 

(lectu re r - author' s addition ) places - in tegrates - it with in the child 's 

(student teacher 's - author 's addition ) world of meanin g ." In this regard 

Nokaneng (1988:26) conc urs: "The meanin g of a particular lesson lies in 

the solution of the proble m." This implies that the problem should lie 

within the s t uden t teacher's lang uage abilit y a nd conceptual possibilities. 

The problem shoul d be functi onal in the teachi ng and learning situation. 

If t he s tudent teacher is not in volved in t he learning content by means 

of the proble m, he is in effec t isolated from t he learning content. Satekge 

(1990:69) maintains that " the proble m, usually in the form of a question, 

should be writte n on t he c hal kboar d so t hat the student teachers are 

conti nually reminded of wher e t hey a re heading ." 

Planning as a didactic principle is described as ". .. the process of 

determining where to go and how to get t he r e . In didactical terms a plan 

is the whole arrangeme nt made for working out a lesson structure and 

planning is the implemen tation of t he plan" (Nokaneng, 1979:58). Therefore 

planning is of central importance to ens u re a s uccessful teaching activity. 

In line with th is Van der Stoep a nd Louw (1 984:63) point out that "the 

teache r mus t plan eve ry lesson because the acti vities in the school are 

formalised to the extent t hat careful plan nin g is a pre-condition for 

success." 

The desig n the Norther n Sotho lecturer makes in his planning is literally 

a p review of what is to happen in a particular lesson. In planning for a 
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lesson (such as Northern Sotho) the teacher is actually planning for 

possible classroom problems (E rasmus, 1986:183). The lack of planning can 

result in ineffective teaching and learnin g as well as frustration and chaos 

in the lesson situation. 

illustration of the learn in g content in the teaching situation is essential 

in that it ensures progress in the situation. Illustration does not only 

refer to the introduction of visual material in the teaching-learning 

situation. "Illustration is, in fact , the medium to realise the child's 

perceptual ability, as a form of learning, in the didactic situation" (Van 

der Stoep and Louw, 1984:63). Thi s im plies that the learning content 

should be made available for the student teacher' s perception because of 

the role played by perception in the activity of learning. 

Illustration as a didactic principle im plies that the Northern Sotho lecturer 

has to use examples which represent, for in stance, concrete examples which 

cannot be brought to the classroom. In this way the student teacher will 

understand even the complex learning material. 

It is the responsibility of the Northern Sotho lecturer to select appropriate 

examples in his planning of lessons and also to know how and when to use 

them during lesson presentation. 

Regarding the princi ple of systematisation and order Van der Stoep and 

Louw (1981 :58-59) maintain: "Sistematiek en ordening dui in die eerste 

instansie op die onderwyser en die kwaliteit van sy optrede in die klas; 

in hierdie opsig dui sistematiek op die onderwyser se houding en ordening 

op sy vaardigheid ." Thus, to prepare for a successful didactic situation 

the Northern Sotho lecturer must be systematic and orderly in his 

planning. Systematisation and order ensures that there will be no "aimless 

teaching, careless designs, inaccurate evaluation and listless participation 

by the children" (Van der Stoep and Louw, 1984:64). 

With regard to systematisation and order Van der Stoep (1969:42) contends: 

"Hierdie twee sake word gesamentlik as didaktiese beginsels aan die orde 
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gestel as aangeleentheid van houding (s istematiek) en aangeleentheid van 

vaardigheid (ordening)." 

Surveyabmty means that the Northern Sotho lecturer must be able to give 

a surveyable (objective) account of the teaching situation he has prepared 

and put into motion. The student teacher must also achieve a surveyable 

command of the content (Van der Stoep and Louw, 1984:64). In this sense 

surveyability refers to an objective view of the entire didactic situation. 

Against this background, surveyabili ty concernin g the teaching situation 

is a necessity for effective preparation and meaningful reflection. If the 

student teacher does not have an objective view of the content, he can not 

experience it as meaningful. 

With regard to surveyability Van der Stoep (1969:43) maintains: "Wanneer 

daar geen sprake is van ' n oorsig oor die totaal van 'n situasie van 

didaktiese aard nie, beteken dit dat die moontlike herhaling van so 'n 

situasie heel moeilik word. Oorsigtelikheid is egter alleen moontlik indien 

die didaktikus self vooraf en daarna rekenskap kan gee van die geheel 

van die gebeure wat hy in aansyn wil roep. " 

Fraser et al. (1990:67) maintain that " ... the purpose of control as one of 

the principles of the didactic situation is to monitor the sequence and 

progress of the didactic events." When dealing with didactic categories 

and criteria it becomes evident that control is important in the teaching 

situation. It is actually considered to be fundamental in the effective 

accompaniment of the student teacher by means of Northern Sotho learning 

content towards becoming a responsible Northern Sotho teacher. 

"Without control, there can be no accounting for teaching activities. 

Without control there is no evaluation or basis to identify the child's 

(student teacher's - author's addition) problems in the learning situation. 

Furthermore, without control the teacher (Northern Sotho lecturer -

author's addition) cannot critically assess his teaching activities" (Van der 

Stoep and Louw, 1984:64-65). If there is no control it implies that 

teaching will carry on without criticism and therefore without account

ability. 
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Control is an essential component of the assi stance given to student 

teachers by Northern Sotho lecturers. No student teacher should be left 

to hi s own devices when he i s in the process of mastering new learning 

con tent. Fraser et al. (1990:68) emphasise that " ... progress should be 

monitored on a regular basis so that the teacher (Northern Sotho lecturer 

- author's addition) can intervene i mmediately to provide corrective 

teaching and thus to change behaviour." Therefore, the Northern Sotho 

lecturer cannot do without control. 

2.4.5 Content 

Content has often been mentioned in passing when describing various 

aspects of teaching in the foregoing paragraphs. It is evident that 

content i s an essential didactic matter which should always be kept in 

mind when didactic i ssues are taken in to account (Van der Stoep and 

Louw, 1984:101) . 

The normative nature of content i s universal whilst the particular content 

is culturally determined (Lou w et al .• 1983:28). With regard to culturally 

determined content Duminy (1968:14) writes: "Basically it consists of 

knowledge concerning the cultural possessions of the group concerned. 

It represents a crystallisation of that which is considered valuable enough 

to transfer to the next generation." 

When taking content into consideration the question that can be asked is: 

What could be the origin of content which ultimately forms the teaching

learning content in the didactic situation? To answer this question briefly 

Van der Stoep and Louw (1984:102) agree wi th Louw (1991:88) as well as 

with Louw et al. (1983:29) that the content originates from the living world 

in which man exists (nature) and from his view of life and the world 

(culture). 

According to Louw (1991 :88) nature and culture are the two basic 

categories of the living world and that each consists of a number of 

categories. For example, nature is composed of animate (living) organisms 

(such as plants, animals, man) and inanimate objects (such as wind and 

rain). On the other hand culture is a particular expression of man's 
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relationship with his livin g world and , therefore, there is a difference from 

one cultural group to another and th is can be seen in " ... differences of 

religion, view of the world, language, political systems, architecture and 

j ud icial systems" (Louw, 1991 :89). In the light of the foregoing discussion 

it becomes clear that nature and culture are the origin of content. 

2.4.5.1 Selection of content 

The learning content that has to be presented in the didactical situation 

should always be selected from the livin g world (Stuart et al., 1985:18). 

In line with thi s the designers of particular subject curriculum select 

content which is then exposed to the learner. Fraser et al. (1990:119) are 

of the opinion that there are a number of criteria that have to be applied 

when selecting Northern Sotho content. A few of these criteria are: 

applicability, vali dity and significance. 

2.4.5.2 Arrangement or ordering of content 

Each syllabus demands that the teacher should have a thorough knowledge 

of the subject themes. He is required to analyse each theme to determine 

the main ideas. He has to arrange these key ideas in a specific order to 

ensure that they are unlocked in an efficient manner. Well arranged and 

ordered learning content helps the learner to find direction and he will 

be challenged to be actively involved in the teaching situation. Content 

which has not been well arranged tend to confuse the learner and lead to 

loss of in terest. 

2.4.5.3 Content in terms of Northern Sotho at co11eges of education 

The content that is exposed for the student teacher at a college of 

education is life content from the life world of the student teacher and 

that of his parents. It is the Northern Sotho that the student teacher and 

the lecturer speak. 

The content that has to be learned is prescribed by the syllabuses. This 

content '' ... must not be outdated, it must be a representative portion of 

the total knowledge pool of the subject discipline involved (Northern 
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Sotho) and lead to meaningful learning experience" (Nokaneng, 1989:4). It 

is the task of the Northern Sotho lecturer to unfold the meaning of the 

content for the student teacher . On the other hand it is the respons

ibility of the student teacher also to discover meaning in the content. 

The content should meet certain criteri a in order to be regarded as part 

of the Northern Sotho subject curriculum and these criteria have been 

mentioned in paragraph 2.4.3. It should be realised that the Northern 

Sotho content presented to the student teacher at a college of education 

has to reflect the spontaneous, unscientific living world as accurately as 

possible (Van der Stoep and Louw, 1984:45). The form of teaching 

Northern Sotho will now receive attention in the paragraphs that follow . 

2.4.6 The form of teaching Northern Sotho 

There are four forms of expression which are elevated to didactic ground 

forms because they make teaching and learning possible (Louw et al., 

1983:33). These forms are conversation , play, example and setting tasks. 

They are used by the Northern Sotho lecturer (teacher) to expose norms 

and general cultural content and the student teacher learns by 

communicating, by imitation and by performing set tasks. 

With regard to life forms Louw (1991 :41) emphasise: "These four life forms 

are therefore described as didactical ground forms because they initiate, 

direct and enliven teaching and learning. Just as teaching content has 

i ts origin in the living content (living world) so didactical ground forms 

have their origin in li fe forms." 

The didactic ground forms can be used to classify methods of teaching. 

For i nstance, the question and answer method, the narrative method and 

the class discussion method can be classified under the conversation 

ground form; play as the ground form includes the experimental method, 

the demonstration method and the dramatisation method; the examplaric 

method, the project method and demonstration method can be classified 

under the example ground form. The setting of tasks ground form 

includes the examplaric method, the project method and the self study 

method. 
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It is important to note that even if these didactic ground forms can be 

distinguished, it is not possible to separate them. This implies that in the 

teaching of Northern Sotho there should always be harmony between what 

is taught (content) and the manner of teaching it (form). The didactic 

ground forms are subsequently discussed. 

2.4.6. 1 Play 

According to Stuart et al. (1985:66) play is a natural way for the pupil to 

encounter reality and get to know it. It implies that play is a means 

through which the student teacher becomes involved in his life world. 

"Deur spel vertel die kind sy eie verhaal aan die volwassene wat wil 

luister" (Smit and Killian, 1973:82). Therefore the student teacher can use 

play in all its variations to learn the Northern Sotho content. 

The play activities give the student teacher the opportunity to 

communicate with his Northern Sotho lecturer during the teaching 

situation. In this communication the lecturer accompanies the student 

teacher to enable him to experience the learning content as meaningful. 

It is for this reason that Van der Stoep (1968:261) maintains: "In die spel 

vereenvoudig die kind die wereld van die volwassene tot 'n hanteerbare 

wereld waarin hy homself veilig voel." 

Engelbrecht et al. (1984:53) maintain that play is the most natural and real 

way in which a student teacher attaches meaning to things and events. 

In this regard through play the student teacher comes into contact with 

the Northern Sotho learning content and forms a particular relationship 

with it. In other words he attaches a certain meaning to the learning 

content. "Without play as a life form, the relationship with aspects of 

reality would remain diffuse because they would remain utterly strange to 

him" (Nokaneng, 1974:83). 

Through play activities the teacher in the classroom will guide the student 

teacher to orientate him in the meaningful teacher world. It means that 

play offers the possibility of designing teaching in which the learning 

activity can be realised and where the spontaneous learning of the student 

teacher can be directed effectively. 
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Play is essential throughout the life of the lecturer and the student 

teacher. In this regard Stuar t et al. explain that " ... all man 's activities 

reaffirm the fact that he is a being who plays and from whose life play 

is never really absent" (Stuart et al., 1985:67). Therefore it is possible 

that all areas of knowledge in Northern Sotho as well as in the lives of 

the lecturer and the student teacher can be learnt by means of some form 

of play. 

The Northern Sotho lecturer has to evaluate the play activities of the 

student teacher. If his level of achievement does not meet the expected 

standard, then the situation is repeated until the required level of 

performance is reached. In thi s sense Van der Stoep et al. (1973:130) 

maintain that play develops insight, skill and judgement which can be 

traced back to previous playing s ituation s. 

2.4.6.2 Conversation 

A meeting between two or more persons such as between Northern Sotho 

lecturer and stude nt teacher, presupposes conversation. It has " ... it's 

origin in the fact that the human being is the only being which possesses 

language" (Van der Stoep et al., 1984:79). By means of language the 

Northern Sotho lecturer and the student teacher can be engaged in a 

con versation. They can express their experiences and feelings by makin g 

use of a language such as Northern Sotho. 

According to Nokaneng (1974:84) " language and conversation are 

essential when giving meaning to reality with the result that conversation 

and language are forms in which the conscious achievements will reveal 

itself." This implies that the mastery of language by the student teacher 

is im portant because he is enabled to attach meaning to the Northern 

Sotho content. His knowledge is increased by mastery of language because 

he can g ive " ... order to things, repeat activities, recognise objects and 

activities, ... and organise various aspects into a whole" (Van der Stoep 

et a1 •• 1984:80) To be able to carry out this task the student teacher has 

to be able to give meaning to the learning content. 
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Thought always figures in didactic conversation. Snyman (1979:113) 

maintains: "Denke ... het 'n neue verband met taal en ook hier ondersteun 

die taal die den ke in d ie sin dat die taal die boustene vorm vir die 

gedagtes wat uitgespreek word in die gesprek." This implies that by 

invol vin g the student teacher in the discussion his thinking ability 

inc reases. 

2.4.6.3 Example 

In the primary education situation, the use of the example enables the 

parent to explain the learning content because the example supplies facts 

that can be analysed. In this situation the Northern Sotho lecturer uses 

the example in order to demonstrate somethin g for the student teacher. 

In this sense, the example is " ... valid for normal teaching to the extent 

that a very large proportion of the teaching offered in the classroom is 

done by means of the exemplar as ground-form " (Van der Stoep and Louw, 

1984:83). 

The Northern Sotho content is so vast and complex that it is not possible 

for the Northern Sotho lecturer to transfer the whole of it to the student 

teacher. In this regard Snyman (1979:128) writes: "In die leefwereld is 

dit duidelik dat die werklikheid te groot is om dit so sender meer vir die 

kind aan te bied. Die volwassene selekteer daarom dele of aspekte van die 

werklikheid wat na sy mening 'n geldige, verteenwoordigende struktuur 

het en wat hy dan as algemeen geldige aangeleentheid in sy opvoedings

en onderrig-situasies aanbied. " In this sense the Northern Sotho lecturer 

uses the example with the aim of simplifying the content. Therefore, the 

example serves as the basis of understanding the essence of the Northern 

Sotho learning content. 

Aspects of the learning content can be brought into the classroom in 

various ways such as concrete examples. "When use is made of this, the 

teacher obtains complete attention based on spontaneous interest. Direct 

experiences 1i ke this serve as building material to correct thin king " 

(Nokaneng, 1974:86). In line with this Stuart et aT. (1985:65) assert that 

this type of example is usually used to help " ... the child to attribute the 

same significance to a portion of reality as the adult in order to help the 
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child to establi sh a genuine world of s ignificance and meaning for himself." 

Thus, when concrete examples are used, student teachers will be able to 

attach the correct significance to the learnin g content. 

Another way of bringing aspects of learning in to the teaching situation is 

by means of an example that takes the form of a representation. Examples 

of representation are pictures, drawings, signs and models. In this regard 

Nokaneng (1974:86) maintains: "To imi tate d irect experiences which for 

various reasons cannot be provided in the classroom, we must make use 

of these contrived experiences. " The examples that take the form of 

representations can, just like concrete examples, enable the Northern Sotho 

student teacher to attach meaning to the learning content. 

The example distinguishes itself from other didactic ground forms, namely, 

play, conversation and the setting of tasks (assignments). This fact is 

explained by Swart et al. as quoted by Satekge (1 990:79): "Die eksemplaar 

onderskei hom duideli k van die ander grondvorms spel, gesprek en opdrag 

op grond van sy karakteristieke vorm. Die voorbeeld het te doen met die 

verhouding van die besondere tot die algemene en deur die feit dat dit 

eienskappe van 'n bepaalde kennisveld reflekteer, maak dit die algemene 

struktuur daarvan deurskoubaar." 

2.4.6.4 Assignment (Instruction) 

According to Fraser et al. (1990:137) "the aim of assignment is usually to 

generate some work. " In line with this Engelbrecht et al. (1984:53) 

maintain that an assignment is " based on the fact that pupils also learn 

when they become familiar with the subject matter, that is, when they are 

dealing with it in an operative and obligatory way." This implies that in 

order for the student teacher to be familiar with the Northern Sotho 

learning content he has to be involved in some work. 

As the student teacher works on the assignment he at the same time 

achieves mastery of the content. Therefore the learning activity of the 

student teacher is intertwined with work. In other words, the student 

teacher can be involved in a work situation after he has been instructed 

by the Northern Sotho lecturer to do so or out of his initiative. If the 
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student teacher realises that work given to him is a f ru itful task then he 

becomes motivated or willing to work. 

In order for the teaching of Northern Sotho to be effecti ve, an assignment 

as a didactic ground form must be given the se rious attention it deserves. 

To ensure that the learning content becomes accessi ble to the student 

teache r, the Northern Sotho lecturer has to s ub ject the student teacher 

to various forms of the assignme nt such as projects, i ndividual or group 

work, classwork, homework, expe rime nts a nd in vestigations. 

With regard to didactic ground forms Nokane ng (1 974:88) maintains: 

"Ground forms constitute the bas is of all teachin g and learning methods, 

didactical principles, lesson planning as well as t he basis of the didactic 

aids (media) and their meaningful use." These are important aspects i n 

the training of Northern Sotho teachers and the y are also vital components 

of the teaching model. 

2.4. 7 The teaching model for Northern Sotho 

Accordi ng to Brady (1 985:7) t he teaching model is a " ... blue print which 

ca n be used to guide the preparation for and implementation of teaching. 

Any model selected for teachin g will reflect in a dynamic way the values 

and pe rceptions of the selec tor. 11 On t he other hand, Hartley (1982:71) 

refers to a teachi ng model as a didactic perspective, a representation of 

a situation or an event r ela tin g to teac hin g a nd learning . In other words 

the teaching model for Northern Sotho di rects the preparation for and 

implemen tation of teaching activities. 

Louw (1 991 :51) mai n t ains that ".. . all d idactical theories culminate in a 

teaching learnin g model. Th e model naturall y reflects the scientific 

p reconceptions of t he specifi c d idactical t heory . This consequence is only 

nat ural an d logical becau se a teac hing-learni ng model that does not reflect 

its t heor e tical orig in is absurd and even irrelevant. 11 This implies that 

di dacticians unde r take a theoretical desc ri ption of the didactic phenomenon 

in order to a rri ve at a teaching model which will help the teaching model 

for Northern Sotho to improve the teachi ng and learning of Northern 

Sotho. 
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Another quotation also stresses this harmony: "Die onderwysmodel moet 

die oorspron kli ke harmonie tussen die verskillende didakties-pedagogies 

aspekte bewaar wat sowel die strukturele as die funksionele samehang 

insluit" (Louw et al., 1983:39-40). These harmonies are important for 

effective teaching and learning of a subject such as Northern Sotho. This 

implies that everything which is regarded as im portant in the establish

ment of a didactic situation has to be reflected in the teaching model. 

With regard to the teaching model Louw (1991 :52) contends: "In the same 

sense that theory is not reality, so the teaching learning model is not 

reality: It is primarily a theoretical construct which grounds practise and 

which ensures its effective realisation, ... it provides the basis for an 

accountable practise." Therefore, the teaching model provides a point of 

departure for an accountable practise of teaching in, for example, Northern 

Sotho. Louw (1991 :53) further argues: "Shoul d the model not function in 

particular situations, the model is inadequate and must be revised and 

reconsidered by the theoretician." 

The exposition of the teaching model is summarised by Louw "... 'n 

strukturele model of makrostruktuur wat die moontlikhede/riglyne bied 

waarvolgens die fun ksionele model on twerp kan word, omdat die 

strukturele model al die komponente van die vormlike en didaktiese 

modaliteite bevat wat in die lesontwerp ter sake gaan wees" (Satekge, 

1990:82). This clearly shows that the structural model for Northern Sotho 

has to be used in the design of a Northern Sotho lesson. 

2.5 SUMMARY 

In chapter two the relationship of the various aspects of the didactic 

theory as the framework of the successful teaching of Northern Sotho was 

exposed. The discussion in this chapter includes the necessity of a 

didactic theory with regard to the teaching of Northern Sotho, the 

relationship between didactics, subject didactics and orthodidactics, as well 

as the primary consequences for a didactic theory with regard to the 

teaching of Northern Sotho. 
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In order for Northern Sotho to be t aug ht effectively at colleges of 

education, it is important that Northern Sotho lecturers have to be aware 

that education is actuali sed by teachin g while the meaning of teaching is 

rooted in education. In other words, the exposition of the cultural values 

of Northern Sotho for the student teacher in the teaching s itu atio n 

becomes meaningful through teach ing. 

In the discussion the didactic categories that describe the teaching of 

Northern Sotho, the didactic criteria that evaluate the activities of 

teaching Northern Sotho, didactic principles that guide and direct the 

teaching of Northern Sotho, the learning content and the form of teaching 

Northern Sotho at colleges of education have been examined . An 

understanding of the meaning and structure of both theory and practise 

forms the meaningful and logical foundation for structuring the effective 

teaching of subjects such as Northern Sotho. 

It is of great importance that Northern Sotho lecturers at colleges of 

education should strive to have a thorough knowledge of Northern Sotho 

teaching theory as " ... student teachin g today remains the most important 

aspect of most teacher education programmes" (Hoy and Rees, 1977:23). In 

order for student teachers to be trained effectively to teach Northern 

Sotho, it is vital that the findings of the d idactic theory be implemented 

throu g h Northern Sotho subject didactics. 

In the following chapter attention will be g iven to the problems and 

strategies of teaching Northern Sotho at colleges of education. 
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CHAPTER THREE 

PROBLEMS AND STRATEGIES OF TEACHING 

NORTHERN SOTHO 

3.1 I NTRODUCTION 

At colleges of education Northern Sotho lecturers and student teachers 

encounter each other with the intention that the student teacher will learn 

to master the Northern Sotho content. The aid and support the Northern 

Sotho lecturer gives to the student teacher in the teaching and learning 

s ituation is not incidental. It is essentially systematic and planned . In 

hi s imparting of knowledge the Northern Sotho lecturer encounters a 

number of problems. For example, Masola (1989:112) indicates that the 

approach of teaching Northern Sotho at colleges of education presents a 

problem because it is that of a second or a third language. 

The outdated ideas with regard to the teaching of Northern Sotho need to 

be eliminated and serious thought has to be given to that which should 

be discarded or preserved. Thus it is essen ti al to i nvestigate, identify 

and analyse the main issues that contribute to the unsatisfactory teaching 

of Northern Sotho at colleges of education. 

In order for teaching to be effective at colleges of education it is essential 

for Northern Sotho lecturers to have a sound knowled~e of the didactic 

theory as discussed in chapter two. It is equally important that teaching 

strategies should be used in the teaching of poetry, grammar and 

composi tion in ~orthern Sotho as first language. 

3.2 PROBLEMS OF TEACHING NORTHERN SOTHO 

3.2.1 The problem of the lack of an accountable didactic theory for 

Northern Sotho 

The p rimary problem with regard to the teaching of Northern Sotho at 

colleges of education is the lack of an accountable didactic theory. This 
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means that the r e is no theoretical trai nin g which log ically will culmin ate 

in sound prac t ice in the classroom. 

It is generally accepted t hat the gap between theory and practi ce has to 

be closed. At colleges of education t hi s gap cannot be closed with rega r d 

to the teachin g of Nor t hern Sotho because t he did actic t heory still has to 

be formulated. It is in a context s imil a r to th is in which Satekge (1 990:30) 

has observed that " .. . t he didactical t heoretical patte rn does not .. . assist 

t he prospective teac her to impleme nt theory successfull y in the classroom." 

In the same vain Pel berg (1 970:31) asserts: " In many cases student 

teachers do not see the exact relations hi p between th e con tent of cou rses 

a nd the actual teac hi ng in t he classroom. " 

Knowled ge a nd implementation of the Northern Sotho subject didac tical 

theory i n the class r oom by lecturer s will e nable s tudent teachers to see 

th e con nection between the Northern Sotho content ( theory) and the actual 

teaching ( practi ce). Thi s does not occu r in colleges of education because 

of the lack of an accountable didactic t heory wi th regard to the teachi ng 

of Northern Sotho. 

As has been mentioned in chapter two, a did actic theory is a radical 

consideration, explanation and syste matic descri ption of teachi ng. 

Therefore t he lack of an accoun table did actic theory for the teaching of 

Northern Sotho at colleges of ed ucation p re se nt s a serious problem. A 

di dactic theory will guide Northern Sotho lecturers to new insights into 

t he teachi ng of Northern Sotho. It expl ains Northe rn Sotho phenomena and 

as such provides direction . It increases the lear ning effectiveness of a 

student teacher because it provides consiste ncy that helps to overcome the 

immediate classroom proble ms . Since a di dactic theory has not been 

formulated it implie s that the Northern Sotho lecturers at colleges of 

education do not have the direction and gui del ines t hat will bring about 

effective teachi ng . 

3.2.2 Problems concerning Northern Sotho content 

Content r e fe rs to " ... t he knowledge, s kill s, atti t udes and values to be 

learned " (Nicholls a nd Nicholl s , 1972:48 ). I n other words " ... everything 

that is t a ug ht ... is c alled su b ject matte r (learnin g content). Basically it 
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consists of knowledge concerning the cultural possessions of the group 

concerned" (Duminy, 1968:14). The implication i s that what the Northern 

Sotho lecturers teach i s Northern Sotho content. Both the lecturer and 

student must be actively involved in the con ten t . The lecturer must 

in troduce the content, expose it, explai n it and t he student must 

understand the content, apply it, use it and ap preciate i t (Louw, 1991:40). 

The unfolding of Northern Sotho content at colleges of education i s not 

wi thout problems. To have insight into these pr oblems a bri ef discussion 

of the Secondary Teachers' diploma syll abuses for Afri can Languages i s 

undertaken. 

Masola (1989:2) states that in order with the changes and improvements i n 

the primary and secondary school syllabuses, the Secondary Teachers ' 

Diploma syllabuses for African Languages have been revi sed but colleges 

of education have been slow to adapt accordingly. Thi s creates a problem 

because these syllabuses are not in harmony wi th the secondary school 

syllabuses for Northern Sotho. 

3.2.2.1 The problem connected to ajms and objectives of the syllabuses 

The Secondary Teachers' Di ploma syllabuses for African Languages at 

colleges of ed ucation are v ag ue i n terms of ai ms and the learning content. 

Snyman (1 986:2) confirms the vagueness of the syllabuses when sayi ng 

that: " ... various indi v i d ual s suggested t hat the syllabus was too vague 

and that a more detailed specification was needed ." The vagueness of the 

syllabuses allows Northern Sotho lecturer s and textbook writers a lot of 

room in their presentation of the su b ject mat ter. " With a more detailed 

syllabus stipulating the su b j ect mat ter there i s no scope for a 

haphazard teaching programme" (Serote and Nokaneng, 1991:11 ). The 

detailed syllabus will compel both Nort hern Sotho lecturers and student 

teachers to be prepared in order t o cope wi t h the detailed demands. 

The African Languag es syll abuses for colleges of education do not have 

the objecti v es that stipulate detail s of the learning content in respect of 

the smallest su bsection s. Obj ectives will enable the Northern Sotho 

lecturer " ... to selec t the best method " ( Stuart et al., 1985:37). A well 

formulated ob j ecti ve can be used as a c ri terion to evaluate both student 

teachers an d Northern Sotho l ec turers. 
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In this regard Nokaneng (1986:142) maintain s : II objectives are often 

used to inform students what is required of them as a result of 

instruction" (1986: 142). Since objectives have not been formulated and 

stated with regard to every small section of the syllabuses, Northern Sotho 

lecturers tend to pay lip service to teaching objectives. In this regard 

Kouraogo (1987:172) maintains " ... unclear and unrealistic objectives 

confuse both the lecturer and the student teacher." 

3.2.2.2 The problem of the language used ;n the syllabuses 

The Northern Sotho content which is prescribed for student teachers at 

colleges of education is written in English . Northern Sotho lecturers have 

to be engaged in translations before teaching can start. Thi s is a problem 

because, as Masola (1989:112) maintains, "... most of the concepts are 

foreign and cannot be found in Northern Sotho dictionaries." When 

viewing translations from a cultural and a linguistic perspective it is 

realised that the translator (Northern Sotho lecturer - author's addition) 

ri sks "... betraying the spirit of the original, the art of the author" 

(Godwin, 1991: 112). In th is regard Webb (1 986: 155) poses the question that 

if the concepts one encounters at college are foreign and the terms that 

symbolise them meaningless , how will the student teacher develop insight? 

It is generally accepted that " a society 's lang uage forms part of its 

culture" (Kaschula, 1989:100). Therefore since the Northern Sotho content 

for colleges of education is written in English, then the English culture 

is in a way brought into the Northern Sotho culture. This problem can 

be solved by teaching Northern Sotho through the medium of Northern 

Sotho. 

3.2.2.3 The problem of the general syllabuses 

Lecturers for all African Languages that are taught at colleges of 

education in the Republic of South Africa use general syllabuses. There 

is the need for individual ised syllabuses which would be more specific and 

meaningful. In this regard Mnisi (1985:128) advises: "Vernaculars should 

cease to be clustered as though they are one language because every 

language is peculiar to its own culture." Within the same context Ramone 
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(1 973:11 } maintai ns that l anguage i s a means through which " ... the culture 

of a people is expressed." Since Northern Sotho lecturers use general 

syllabuses, it means that the peculiarity of each African Language is 

i gnored. 

3.2.3 Problems related to the form of teaching Northern Sotho 

The d i dactic ground forms are the ways or manners by means of which the 

content i s exposed for the learner (Smit and Killian, 1973:79}. Therefore 

i t is not possi ble t o expose con tent without form. This fact is illustrated 

by Van der Stoep et aT. (1973:63): " die funksie van die vorm is om 

leerstof of inhoud op so 'n wyse in die l essi tuasie te voorskyn te bring 

dat dit spreek tot die leerlinge se weetgierigheid en hulle motiveer om 

lerend deel daaraan te he." 

The ways or manners by means of which the Northern Sotho content is 

unlocked for student teachers are associated with numerous problems. 

Problems connected with form will, therefore, receive attention. 

3.2.3.1 The problem of the approach 

The approach used in the teaching of African Languages is the one used 

i n the teaching of a second or third language (Mnisi, 1985:124). Masenya 

( 1991:151-152) agrees: " For a long time teachers followed the second 

l anguage and third language approaches in the teaching of Northern 

Sotho. " The example of the first people who took part in the teaching of 

Northern Sotho was followed. These were mainly English and Afrikaans

speaking teachers. In this regard Suzman and Herbert (1991 :22) maintain 

that " ... teaching should be in the vernacular." 

The actual teaching of Northern Sotho in colleges of education is 

conducted with the use of ideas formulated in a second or foreign 

l anguage. It is not a simple task to express the ideas of one language 

through the methods of another. Consequently the Northern Sotho 

lecturer fails to express himself adequately in his mother tongue because 

he is constantly engaged in translating from the second or foreign 

language to the home language. 
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Masola (1 989: 112) indicates that" ... most universities offer Northern Sotho 

through the medium of English. The students themselves are expected to 

coin their own concepts in order to teach the subject through the medium 

of Northern Sotho." This means that college lecturers who studied at some 

unive rsities have been trained through the methods of a second or foreign 

language and they employ these methods in their teaching. Further it 

im plies that the methods of teaching and learning Northern Sotho are 

based on erroneous prin ciples. Th e result is that the teaching of this 

language has proved itself to be s ingularly ineffective. 

3.2.3.2 Microteachjng and assodated problems 

The prefix 'micro' is a Greek word which means 'small ' (Satekge, 1990:206). 

It is for this reason that Brown (1975:1 4) defines microteaching as a " ... 

scaled down teaching encounter designed to develop new skills and refine 

old ones." In line with this McFarlane (1 981 :86) states that microteaching 

reduces the complexity and scope of classroom components such as " ... the 

numbers of pupils and length of lessons, and by providing trainees with 

i nformation about their performance immediately after completion of their 

lesson." Allen and Eve (1968:181) agree: "Microteaching is a system of 

controlled practice that makes it possible to focus on specific teaching 

behaviours and to practise the teaching under controlled conditions." This 

implies that the primary objective of microteaching is to simplify the 

otherwise complete and complex situation of instruction. 

It is accepted that microteaching was first introduced at the University 

of Stanford in California in 1963. The university was faced with the 

problem of preparing students to assume teaching responsibilities. A 

group of lecturers at the university, of whom D. Allen and Frederick J. 

McDonald were prominent, found that microteaching would be the solution 

to their problem (Turney, 1973:1). The technique of microteaching can also 

be used to solve the problem of effective teaching in Northern Sotho. 

The general literature on microteaching supports its use in teacher 

education. According to Soobiah (1981:55) many studies have indicated 

that attitudes towards microteaching are positive and that this technique 

is effective in teacher training programmes. A sample of studies that 
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emphasise the effecti veness and t he positive attitude towards th is 

technique is reviewed below. 

With regard to the effectiveness of microteaching Legge and Asper, as 

quoted by Soobiah (1981:56) " ... found that a group of elementary student 

teachers who had undergone a fourteen week microteaching programme 

performed significantly better than a control group which followed a 

conventional in-school experience programme." Therefore it can be said 

that this technique is effective in that the experimental group performed 

significantly better than the control group. The fact that microteaching 

is effective is evidenced in several studies which cannot all be discussed 

in this investigation. 

Soobiah (1981 :59) continues to argue: "That there exist research studies 

which have found negative results as regards ... microteaching is not 

disclaimed. Since studies which report negative results are comparatively 

fewer than those reporting positive results, the emphasis in reviewing 

research has been directed to the latter." Attention is now focused on 

teaching skills. 

Engelbrecht (1984:144) mentions that microteaching is based on the idea 

that teaching which is effective is related to the correct application of 

several teaching skills. In line with this Soobiah (1981:79) maintains: " ... 

technical skills are specified instructional techniques and procedures that 

a teacher may use in the classroom. They represent an analysis of the 

teaching process with relatively discrete components that can be used in 

different combinations in the continuous flow of the teacher's 

performance." This definition leads to the reasons why skills are regarded 

as essential in microteaching programmes. Soobiah (1981 :80) presents the 

main reasons: 

Firstly, it is much easier for the teacher to incorporate a behaviourally 

defined technical skill into his classroom behaviour. Secondly, using 

behaviourally defined skills makes it much easier to derive objective, 

reliable measures of changes in teacher behaviour. 
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Finally, working with teaching skills, researchers can conduct more 

meaningful investigation s of the relationship between lecturer performance 

and the student teacher's learning. 

Koekemoer (1987:36) maintains that teac hing skills include the skill of 

planning a lesson, set induction, clarity of explanation, variation , 

illu stration with examples, questionin g, class communication, effective 

attending behaviour, sensitivity to feedback, effective teacher response, 

sound reinforcement and the skill of closure . These skills are discussed 

in the following paragraphs . 

The skill of planning a lesson involves the ability of the Northern Sotho 

lecturer to select and reduce the learning con tent. In this case the 

student teacher's level of mental advancement has to be taken into 

account. The teaching objectives should also be considered when plannin g 

a lesson in order to form a strategy for teaching. It is necessary to 

determine whether these procedures are functional or not (Perrot, 1984:12). 

The skm of set induction is a pre-in structional procedure that precedes 

learning activity. It has an influence on the results of the learning 

activity. The function of set induction is " ... to focus the students' 

attention on what is to be learned by gaining their interest, to provide a 

smooth transition from known or already covered material to unknown 

material, to provide a structure or framework for the lesson and to give 

meaning to a new concept or principle" (Perrot, 1984:21 ). 

With regard to the skill of clarity of explanation, Bellack, as quoted by 

Perrot (1984:33) writes: "To explain is to relate an object, event, action 

or state of affairs; or to show the relation between an event or state of 

affairs and a principle or generalisation; or to show relationships between 

princi ples or generalisations. " This implies that by explaining the 

Northern Sotho content it becomes possible for the student teacher to 

attach meaning to t he exposed content. 

The Northern Sotho lecturer's clarity determines the extend to which the 

student teacher will understand the content. That is why Nduna (1988:85) 

maintains that " ... clarity or lack of clarity has a major influence on the 
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effecti veness of teachi ng and learning in the classroom. " Therefore clarity 

of expla nation is essential in teachi ng . 

The skm of variation im plies that the Northe rn Sotho lecturer has to use 

a variety of teachi ng methods to cater for individual differences of 

s t udent teachers. It means that the Nort he rn Sotho lecturer " ... should 

va r y the pitch of his voice, his movements, hi s use of teaching media ... " 

(Sate kge, 1990:209) . Thi s skill is particu la rly important when student 

teachers become restless or bored. Variations in classroom activities 

enable student teachers to have an increased interest in the learning 

content. 

An effec tive use of the skm of mustration with examples implies that the 

Northe rn Sotho lecturer uses examples in his teaching in such a way that 

the learning content is placed within the student teacher's realm of 

understanding . According to Satekge (1990:209) " ... it is essential that 

s tudent teachers be trai ned to select suitable examples that will aid them 

to elucidate aspects of the learning content effectively." 

The skill of questioning is generally associated with teaching competence. 

The Northern Sotho lecturer makes use of questions to check the 

effective-ness of his teaching. Questioning is a skill that has to be 

mastered by every classroom teacher. This skill is applied in the 

actualisation of pre-knowledge, in emphasising the most important aspects 

of the learning content and in thought provoking (Satekge, 1990:210). In 

t his regard Carlsen (1991:165) maintains: "It seems plausible that teachers 

who ask challenging questions encourage their student to think at a 

higher level than do teachers who only ask rote memory questions." 

The skill of communication is essential for effective teaching and learning. 

This implies that the Northern Sotho lecturer has to be capable of 

effective communication . If the lecturer is not good in communication, he 

may not succeed in enabling the student teacher to experience the content 

as meaningful. Communication as a skill can be improved. Bolton (1979:25) 

mentions that there are three qualities that improve communication and 

these are genuineness, non-possessive love and empathy. 
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From the preceding paragraph i t can be deduced that commun ication i n the 

teaching of Northern Sot ho means the establishment of mutual trust and 

openness between the Northern Sotho lecturer and the student teacher; 

the arousal of student teacher' s interest in the learni ng content and the 

creation of mutual will i ng ness to li sten to each ot her. 

According to Perrot (1984:93) the skm of effective attending behaviour 

promotes interest and learning in class; encourages communication between 

the lectu rer and student teachers and al so between student teachers 

themselves; it imp roves participation of the whole cl ass; i t keeps student 

teachers occupied and prevents them from becomi ng bored . 

The Northern Sotho l ecturer should use verbal and non-verbal cues to 

enable the student teachers to develop effecti ve attending behaviour. 

Non-verbal cues i nclude eye-contact, f aci al expressions and body 

movements which convey some f orm of bod y l anguage. Verbal cues include 

the r eaction by t he teacher in dicatin g approval or d i sapproval of the 

p ronouncements made by the student (Satekge, 1990:211 ). 

The skm of sensitivity to feedback enables the lecturer to evaluate the 

effecti veness of hi s teach i ng and al so to determi ne the quality of student 

teacher' s understan din g (Whi te, 1983:74) . Feedback enables the Northern 

Sotho lectu r er t o deci de whether certain teachi ng situations have to be 

repeated or not. It implies that the l ectu r er and student teachers shoul d 

li sten carefully to each other 's responses and evaluate the answers given. 

The ski 11 of reinforcement i s descri bed by Perr ot (1984:98) as the reward 

gi ven to a student f or desi rabl e behaviour. Rei nforcement can either be 

non-verbal or verbal. Ve r bal rei nforcement can be in the form of a word 

or a phrase which ai ms at changing behavi our to enable the student to 

develop confidence an d a posi t i ve self-image. Non-verbal reinforcement 

r efers to physical messages conveyed b y lecturers through cues such as 

eye-contact , faci al expr essions and body posi tion. It is therefore 

importan t fo r t he Nor thern Sotho l ecturer to know when to apply the 

v ariou s t y pes of r einforcement. 

The skin of closure i ndicates when a specific lesson has to be ended or 

what is to be r evi sed in the lesson t hat has been presented (Satekge, 



-69-

1990:213). In this sense it is essential to dedde on the amount of time to 

be spent on each step of the lesson and how much time should be left for 

closure. The skill of closure helps the student teacher to recall the major 

points of the Northern Sotho lesson. 

According to Morrison and Mcintyre (1 972:48) teaching skills " ... represent 

an analysis of the teaching process with relatively discrete combinations 

in the continuous flow of the teacher 's performance." In this regard it 

is important that Northern Sotho student teachers should not only know 

these skills but they are also expected to know how to integrate them into 

a meaningful and goal-directed activity. 

Turney (1 973:85) mentions that microteaching should not be regarded as 

an isolated entity in teacher training programmes. There should be strong 

lin ks between microteaching and teaching practice if the acquired skills 

are to be effectively transferred to the normal classroom situation. In this 

regard Soobiah ( 1981 :87) states that there is a successful transfer of a 

skill mastered in a microteaching setting to the real classroom situation 

and that the issue of transferability in microteaching context has not been 

intensively explored. In this regard Soobiah (1981 :87) quotes Peterson: 

"One area of research regarding the microteaching paradigm which has 

been completely neglected is the integration of microteaching into a total 

preservice field experience program where assessment is made in terms of 

teacher behaviour in the actual classroom environment." This implies that 

those institutions which use microteaching in their programmes of teacher 

education, such as colleges of education, should conduct research within 

the context of their own circumstances in order to assess the effectiveness 

of their programmes and then transfer effects from the microteaching 

situation to the classroom situation. 

Regardless of research-based arguments that microteaching is an effective 

technique in teacher education programmes, Turney (1973:71-74) identified 

a number of problems after analysing the information obtained from 

questionnaires that were completed by teacher training institutions. These 

problems could equally apply to the implementation of microteaching in 

Northern Sotho at colleges of education. Some of these problems are 

highlighted below. 
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The large numbers of students enrolled in teac her training institutions 

presented a problem; and that several institutions were faced with the 

task of planning and organisi ng microteaching experience for many student 

teachers and that the following problem was highlighted: "The logistics 

of setti ng up a microteaching programme with several hundred students 

are very complicated and very costly in terms of staff, time and 

resources. " 

An insufficient number of equipment such as television sets made it 

impossible to introduce microteaching as extensively and as adequately as 

was desired. This was seen as a problem by ten institutions. In eight 

institutions poor quality and unreliable equipment created problems. Five 

institutions encountered problems related to the maintenance and repair 

of equ ipment. Another five institutions mentioned specific problems in 

connection with lighting and sound systems. 

An insufficient number of rooms that were suitable for microteaching 

practice and replay-discussion groups was seen as a problem. Seven 

institutions that conducted microteaching in the neighbouring schools 

complained of noise problems from classrooms and playgrounds. 

No institution reported problems in using pupils in the actual mic ro

teaching setting. Four institutions were faced with the problem of gaining 

access to a sufficient number of pupOs in a sufficient number of schools. 

Two institutions reported that they failed to get pupils from schools 

because of the negative attitudes or lack of co-operation from schools. 

One institution had the problem of gaining access to pupils except at the 

limited times decided by the school authorities. At another institution 

pupils could be used only after school hours. Three institutions 

encountered the problem of transporting pupils to their campuses. 

The lack of adequate number of technical staff to maintain and set up 

microteaching equipment created problems in fourteen institutions. There 

was an insufficient number of skilled and interested supervisory staff to 

organise microteaching experiences for large numbers of student teachers. 

The need for special training of supervisory staff was expressed by six 

institutions. 
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Seve r al insti tutions reported that ve ry few students in dicated rese ntme nt 

towards m1croteaching. Two other institutions exp ressed the difficulty of 

brin gin g mic roteachin g to stude nts who need it mos t and who could benefit 

from this technique. This means t hat t he selection of students was seen 

as a problem. 

Twelve institutions reported the difficul ty of making sufficient time 

avaOable for the fu ll use of microteachi ng. The introduction of 

m1croteaching was not eas y because of the crowded ti metabling of other 

subjects. Thirteen insti tutions had to omit the reteach session and the 

ti me normally spent on modelli ng and feedback was cu t down as a resu lt 

of insufficie nt t ime. 

All t he institutions were faced with the difficulty of suitable reference 

materials. Nine insti tutions reported the need for mor e research evidence. 

Eight others wanted guidance on how m1croteachin g could be implemented. 

The afore-mentioned problems will have to be accepted or rejected by 

Northe rn Sotho lectu re rs at colleges of ed ucation. Their opinions in this 

regard will be recorded in chapte r four. Teachi ng practice and related 

proble ms a re the next aspects to be di scussed . 

3.2.3.3 Teaching practice and related problems 

Teaching practice refers to the " ... presentation of pr actice lessons and 

all aspects related to it. The concepts teaching and practice are the main 

features of this section" (Sate kge, 1990:215). The expressions 'practical 

teaching ' , ' practice teachin g ' an d ' teachin g p ractice ' are found in didactic 

literature. In this stu d y t he exp ression ' teachi ng practice' will be used. 

The term 'teachin g ' has been descr ibed in chapter one (1 .2.2.1). Several 

mea nings are attached to the concept 'p ractice '. For instance, Soobiah 

(1981:35) maintain s that " .. . practice can refer ... to successive attempts 

to gain proficiency in a learning skill ; it can also mean ... practice to gain 

proficiency in a skill togethe r with unde r standin g and critical judgement." 

The latter meani ng of the term 'practice' is preferred for this 

investi gation. 
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McFarlane ( 1981 :92) describes teachin g practice as what student teache r s 

do when they go to schools to teach grou ps of child ren for li mited periods 

of time under th e professional g ui dance of the regula r teachers and of 

college teachers. 

Van Eeden (1969:41) defines teaching practice differently: "Onder 

' praktiese onderwys ' word verstaan alle konta k met kinders , jong mense 

en volwassenes in die skool, deur middel van gerigte waarneming van en 

deelneem aan werklike onderwys, wat d i re k bydra tot die doeltreffende r 

opleiding van die student-onderwyser, veral de ur 'n beter begrip van die 

onderwysleerli nghandel ing en van kommuni kasie met die i ndividu, in die 

besondere geval met die leerling." With regard to teachi ng practice Both a 

(1 987: 16) adds: " .. . every year thousands of s t udents from colleges of 

ed ucation ... a re placed i n schools ... to complete the practical aspect of 

t heir teacher traini ng ." Therefore teaching practi ce affords the student 

teacher the opportunity of practi sing th e art of teaching. 

To be able to have an un dersta nding of what teaching practice is, it is 

import a nt to identi fy its aims. Botha (1 987: 16) maintains that the aim of 

teaching practice can be defined as " ... an attempt and an opportunity to 

give students a taste of reali t y to experience the situation that they will 

be confronted wi t h whe n t he y enter ... the classroom. " In addition to 

th is aim Stones a nd Morri s (1972: 16- 20) regard the following aims as 

important: 

• To provide the student wit h a n opportunity of establishing an 

appropriate teacher- p upil rela tion s hi p. 

• To provide t he student wi th a n opportu ni ty for theory to be applied 

in the practical situ ation and to assist hi m, where necessary, to 

make the difficul t d is crimination between inappropriate theory and 

the adequate impleme ntation of a theory . 

• To p rovide a n op por t uni t y for evaluating the student's potential as 

a teacher a nd hi s sui tabili ty for t he teachin g profession. 

• To provide the student with an experience of success in the 

teaching situation so that he acquires confidence. 
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• To provide an opportunity in the practical teaching situation for the 

extension and deepenin g of the student's self-knowledge. 

• To provide the student with practical experience in schools which 

will reveal some of the problems of d iscipline and enable him to 

develop personal methods of control. 

• To provide the student teacher with opportunities or developing 

powers of organ isation. 

• To provide an opportunity for the student to develop and display 

qualities of adaptability and sensitivity appropriate to the school 

situation . 

• To provide the student teacher with an opportunity of becoming 

part of the school community, familiarising himself with its practices 

and entering appropriate professional relationships with its adult 

members, the most significant of which is his relationship with the 

class or subject matter. 

• To provide for the interchange of ideas and methods between 

schools and college by college staff and students perceiving new 

ideas, materials and equipment into the schools. 

Regarding the importance of teaching practice Van Eeden (1969:46) 

remarks: "Dit word as een van die belangrikste afdelings in die leerplan 

beskou en selfs di kwels as die belangri kste, praktiese onderwys is die 

sleutel van die hele kursus. Aan alle inrigtings waar onderwysers opgelei 

word, vorm ervaring in praktiese onderwys 'n belangrike onderdeel van 

die opleiding. " This implies that teaching practice could be regarded as 

the central core around which the teacher's training should be built. 

Writers are of the opinion that teaching practice is an essential aspect of 

teacher programmes especially if it is correctly implemented. Johnson and 

Anderson (1971 :4) emphasise: "The supervised teaching experience is the 

culmination of the preservice programme of future teachers." 
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Whi te ( 1983: 141 ) adds: " Teaching practice provides a wonderful oppor

tun i ty to wi den the range of teach i ng techniques and approaches you have 

observed and deepen your conceptual understanding of the professional 

skills i nvolved." Thi s implies that teaching practice affords the student 

teacher the opportunity of playi ng the rol e of a teacher and of tasting the 

actual teaching situation with all i ts problems and frustrations. As he is 

i nvol ved in teaching practice, the student teacher gains insight into " ... 

the tradition, rules, regulations and the curriculum of the school" (Van 

Eeden, 1969:50). This aspect of teacher trai ning is not without problems. 

Some of i ts problems will now be discussed. 

Where teaching practice is i mplemented by sending student teachers to 

school s, a problem for both lecturers and student teachers is created. 

Teachin g programmes at colleges of education and schools are disrupted: 

Botha ( 1987:16) agrees: " This has not only become evident from personal 

experi ence both as a student and as a teacher, but has been confirmed by 

i nterviewing teachers, students and pupils from all walks of life in the 

course of my research, and by observing the present situation." 

McFarlane (1981:103) argues along the same line: "Dit maak inbreuk op die 

werking van die skool terwyl dit oak ontwrigtend inwerk op die program 

van die dosente wat die verskillende skole meet besoek. Studente ervaar 

oak soms probleme met hierdie afdeling van hulle opleiding." 

Several teachers passively reject teaching practice for the following 

reasons: 

The valuable time for school teachers i s wasted because work that has 

been taught by student teachers has to be taught again after their 

departure. Teachers do this because of their dissatisfaction with the 

methods used by student teachers. 

The majority of pupils do not have much respect for student teachers 

because they do not see them as prospective teachers but just as learners 

like themselves. This comes about owing to the fact that student teachers 

wi ll not take any decision with regard to their promotions at the end of 

the year. 
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Pupils fin d teaching practice unsettling. They need time to adjust to a 

new teacher and the period for teachin g practice is too short (Botha, 1987: 

16). MacFarlane (1981:103) concurs: "Die tydperk van praktiese onderwys 

is te kort." 

The period of teaching practice is regarded by school teachers as the loss 

of actual teaching time which makes it difficul t for them to complete the 

syllabuses timeously (Botha, 1987:16). Thus it can be mentioned that the 

period of teaching practice sometimes constitutes a problem for both 

teachers and pupils. 

Regarding teaching practice McFarlane (1981 :103) pertinently remarks: 

"Studente word nie presies in gel ig oor die doelstellings van die proef

onderwys nie. Die onderwysers aan wie se sorg studente toevertrou word, 

weet nie altyd wat van hulle verwag word nie." This is especially true 

with regard to inexperienced lecturers. Botha (1987:17) agrees: "In many 

cases students do not receive proper guidance during teaching practice. 

Students are made to feel unwelcome at schools and are often treated as 

intruders." Therefore, it is evident that teaching practice can be 

associated with a number of problems. At this stage the problem 

associated with method textbooks will be discussed. 

3.2.3.4 The problem associated with method textbooks 

The content and method textbooks used at colleges of education at present 

are very few. This limits the scope of reference for lecturers and student 

teachers. According to Masebenza (1985:5), lecturers in most cases use 

second or third language textbooks in their teaching of a first language 

and he expresses the following opinion: "Language teachers in colleges 

of education voice the difficulty of teaching language method for the first 

language using material for the second language." This implies that the 

first language is taught as though it is a second language because second 

language textbooks are used. Masola (1989:186) holds the same viewpoint: 

"The lecturers for Northern Sotho in most cases recommend English books 

... as reference for use by the student teachers due to lack of suitable 

textbooks for the subject." 
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At present there is only one known method textbook, written by Mphahlele, 

Ramushu and Legodi (1981) which is entitled "Ithu te go ruta Sesotho sa 

Leboa." Wi th regard to textbooks Odendaal (1 986:19) has observed: 

" Probleme rondom teksboeke is van velerlei aard. Eerstens het min 

leerlinge die voorgeskrewe teksboeke." In line with this the following 

questions can be asked: Do all student teachers have prescribed text

books and setworks? Are the textbooks based on the syllabuses? The 

problem of standardisation will subsequently be discussed. 

3.2.4 The problem concerning standardisation 

Northern Sotho generally lacks the standard termi nology which can be 

used by writers and those who are concerned with l anguage teaching and 

learni ng . In this regard Serote and Nokaneng (1 991 :20) emphasise that one 

of the most i mportant requirements that Northern Sotho as a language has 

to satisfy is its written form ... the written form must be sufficiently 

standardised to facilitate the teacher 's, student teachers' and examiner 's 

tasks. 

In the light of the foregoing it becomes evident that the use of 

unstandardised terminology creates teaching and learning problems. The 

many dialects found in the Northern Sotho language are the source of this 

problem. This means that the use of unstandardised language (i.e. a 

dialect) and terms results in the loss of marks by student teachers (Serote 

and Nokaneng, 1991 :20). 

With regard to the problem of standardi sation Masola (1989:114) advises: 

" One major problem in the teaching of Northern Sotho is created by 

terminology. Concept formation in Northern Sotho varies from one author 

to the other. " 

The problem of standardisation can be illustrated by means of examples 

taken from the g rammar books that are being used at present. In the 

grammar book " Segageso Mphato 8" Nokaneng and Louwrens (1986) refer 

to alveolarisation in Northern Sotho as " thinifatso". On the other hand 

Grobler and Kotsane (1986) refer to alveolarisation as "morininifatso" in 

their grammar book " Mahube a Sesotho sa Lebowa Mphato wa 8". 
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Sever al wri ters use di fferent words i n their r eference to the concep t 

" phonol ogy". Nokaneng and Louwrens ( 1986) i n " Segageso" refer to i t as 

" fonolotsi" , Serud u, Masola and Mogale (1 986) i n " Sesotho sa Lebowa sa 

Mahlahla" use " phetogo ya med umo", Ziervogel and Mokgokong (1975) in 

" Groot Noord Sotho Woordeboek " use " popomed u mo", " fonolotsi" or 

"thutapopomedumo" . 

The examples gi ven in the foregoing paragraph illustrate the fact that 

wri ters use different words i n r ef erri ng to the same concepts. Ramone 

(1973:160) concurs: "The problem arises when grammarians use different 

terms to refer to the same part of speech or hold d i fferi ng v i ews on the 

nature of that particular part of speech. " 

Another p r oblem i s caused by the use of one t erm when referring to many 

concepts. Thi s problem can be explai ned by u si ng the example of the 

concept " seleng " (a ten cent piece) . I n th i s r egard Makena explains that 

although the word "seleng " r efers to a t en cent piece, i t is also used to 

r efer to money in general as it will be seen in the examples that follow: 

" Dinamune tse ke seleng ka e tee" ( These oranges are sold at ten cents 

each), " Ke mmusedi tse selen g yel a a bego a n kadi mile" (I refunded him the 

money that he had lent to me) . According to Makena (1985:22) in the first 

example " seleng " r ef ers t o a ten cent pi ece, i n the second example 

" seleng" r ef er s to an unsti pulated amount. Therefore it can be seen that 

" seleng " refers to di f f er en t concep t s , which leads to confusion. 

The publication of the Northern Sotho Termi nology and Orthography 

Number 4 is a major step f orwar d because t he problem of standardisation 

i s solved to a great extent. The other p roblem to receive attention is that 

of attitude. 

3.2.5 The problem of attitude towards Northern Sotho 

Masola (1 989:149) has est ablished th at not all student teachers and 

l ect u rers have a posi tive atti t ude towards the content prescribed for 

Northern Sotho at colleges of educati on . Some feel that Northern Sotho is 

an inferior l anguage (Mphahlele, Ramush u and Legodi, 1981:19). To support 

thi s poin t Awoniyi (1 982:25) main tai ns: "There were instances when some 
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Africans ed ucated in, say En gl and , upon returnin g home after only two or 

th ree years, pretended that they cou ld not under st and thei r vernaculars 

any l onger." Thi s clearly i ndicates that the attitude towar ds Af r ican 

Languages and i n particular Northern Sotho i s not al ways posi tive. 

Accordi ng to Dumi ny (1980:38) people are of the opinion that African 

Languages do not possess the scientific and tech nical termi nology 

necessar y for use as the teachi ng medi um at secon dary and hi gher level s 

of education. Awoni y i (1982:25) argues along the same lines and poin t s ou t 

that many Africans wer e made to understand th at their l anguages we r e 

primi ti ve and they could not be worthy of scientific analysis and study. 

Ther efor e many schol ars began to have an i nferiority complex and the 

atti tu de towar ds t hei r own l anguages became negati ve. 

I t is generally accepted that African Languages do not provi de a medi um 

of communication wi th t he rest of the worl d. In l arge areas of South 

Africa, an Afri can Language i s not r ecogni sed as one of the offi ci al 

l anguages (Duminy, 1980:38) . These reasons make it possible for some 

Northern Sotho lecturers to have limited i nter est in th i s subject. 

Malimabe (1 991 :5- 6) arg ues that African Lang uages are not languages that 

give socio-economic mobility to t he Af ri can s as they are not used i n 

business. Further, some Africans do not have the i nterest to learn an 

African Language, such as Northern Sotho, because i t cannot provi de them 

wi th opportuni ties to participat e in t he l ucrati ve j ob market. African 

Languages are only domestic lang uages to the majori ty of their speakers 

and as such they are underrated . 

According to Canham (1972: 21) most people ar e con vi nced that a knowledge 

of Engli sh gi ves one a high social and economic standing in one 's 

communi ty. It i s believed that the vernacular, such as Northern Sotho, i s 

not necessary for one to attain a high social status. Further, it i s 

believed that those who know an i n ternational l anguage such as English, 

h ave unlimited opportunities of becoming great and successful. It is 

because of this reason that a negative attitude i s adopted towards African 

Languages. 
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Several African parents are in terested in their children learning English 

and any education that disregards this is regarded as a way to " ... hold 

back Africans from advancement" (Helm, 1979:69). In this sense the mother 

tongue is relegated to a lower position. 

Research findings indicate that some Northern Sotho lecturers in certain 

cases communicate with their student teachers and even with their 

colleagues in English or Afrikaans. The reason being that Northern Sotho 

is regarded as an inferior language (Masola, 1989:149). 

Mnisi (1985:44) explains that language learning achievement is better in 

those languages that are favoured than in those that are not favoured. 

This means that if the attitude towards the language is not positive the 

overall achievement will be poor even if teaching is effective. Achieve

ment will be high where both attitude and teaching promote meaningful 

learning. 

Accordin~ to Macdonald and Burroughs (1991 :29-30) African Languages 

were regarded as inferior because of their association with Bantu 

Education. It was believed that learning in an African Language was 

something created to maintain inferiority. Macdonald and Burroughs 

(1 991:30) further argue that " ... although the state insisted that children 

learn in their first language, very little money went into developing 

suitable language courses, textbooks, dictionaries and written literature." 

This is one of the reasons which made Africans feel that their mother 

tongue was inferior. 

evaluation. 

Attention is now focused on the problem of 

3.2.6 Evaluation and problems related to it 

Doll (1982:202) defines evaluation as a " broad and continuous effort to 

enquire into the effect of utilising educational content and process 

according to clearly defined goals." This implies that as the Northern 

Sotho content is unlocked for the student teacher, evaluation becomes a 

logical consequence. Other authors concur with this view. "The problem 

of evaluation which includes testing, is well-known in teaching and no 

teaching is complete without it" (Nokaneng , 1986:21 ). Some of the 
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evaluation and testing methods in Northern Sotho are the simple recall 

test, the com pletion test, matching test, the multiple-choice test and 

examinations. 

According to Wheeler (1967:267-268) evaluation " ... includes not only the 

process of determining what the actual educational outcomes are and of 

comparing them with the expected outcomes, but it in volves judgement 

about the nature and desirability of any demonstrated changes. Judge

ments of this kind obviously bear directly on educational objectives, but 

cannot be made until some assessment has been carried out.'' It thus 

becomes clear that evaluation of the teaching of Northern Sotho needs to 

be based on the set aims and ob jectives . 

Gray (1 974:100) states that evaluation provides feedback to each student 

teacher about his progress in the teaching and learning situation. 

Feedback is also provided to the Northern Sotho lecturer about the 

success of his teaching. "Feedback is an essential construct for 

instruction, and an understanding of the conditions for effective feedback 

should facilitate instructional practice" (Bangert-Drowns et al., 1991 :213). 

Therefore, it is essential that before the Northern Sotho lecturer can 

proceed to the next phase of the lesson, he should ensure by means of 

evaluation that his student teachers are ready for it. Although evaluation 

is essential in didactics it has its shortcomings. 

Evaluation as well as conducting tests and examinations in Northern Sotho 

are the most common and everyday activities of the Northern Sotho 

lecturer. These activities are also " ... the most complex and difficult of 

all his professional responsibilities" (Van der Stoep and Louw, 1984:228). 

The fact that evaluation, test and examination procedures are complex 

implies that they can be associated with a number of problems. Some of 

these problems are mentioned in the paragraphs below. 

There is at present an intense criticism levelled against tests and 

examinations. These criticisms are directed towards all kinds of tests and 

examinations from the lowest to the highest levels of education. Van der 

Stoep and Louw (1984:230) summarise the reasons for criticising tests and 

examinations as follows: 
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They encourage the over-emphasis of examin ation resu lts; 

Pupils and student teachers do not learn to t hink; and 

They only memorise. 

Awoniyi (1982:128) supports the afore-me ntioned opinion and adds that 

very little teaching takes place because stu dents are encouraged to 

memorise facts which they should remembe r when wri ting tests or 

examinations. In the same vein Henderson (1 969:153) maintains that the 

writing of tests and examinations is sometimes regarded as the main aim 
of teaching. 

Critics are of the opinion that tests and examinations should be done away 

with. At present nobody has come up with an alternative strategy that 

will replace tests and examinations. Instead modern technology has made 

important contributions to ensure that tests and exami nations are rel iable. 

Subjectivity in evaluation has become a problem that concerns all 

evaluators. In this respect Borst (1 991:1 66) writes: "Subjective 

judgeme nts. too ofte n resul t in vag ue generalities which are of little help 

in deter minin g the fitness of a teacher candidate. Indeed, unless they are 

done wi th care. su bjecti ve evaluations can c reate a lot of uncertainty." 

It is generally accepted that the subjecti ve factor cannot be completely 

avoided in evaluation proced ures. Whe n the lecturer marks an essay 

answer, the asses sment is boun d to be s ub jecti ve. Van der Stoep and 

Louw (1 984:236) confirm this idea: "It hardly ever occurs that two 

examiners award the same ma r ks for an essay because their own inter

pre t ations of the ans we r differ." This is partic ularly true with regard to 

the marking of essay answers in Nor t he rn Sotho at colleges of education. 

It is argued that there can be no real uniformit y in the marking of essay 

answe rs because examine rs do not have "... the same background. 

experience. philoso phy or methods of interpreti ng and evaluating events" 

(Curzon, 1985:262). Curzon (1 985:262) fu r ther states that it has been 

reported that in some experi mental mar ki ngs of essays. " ... different marks 

have been awarded at diffe rent times to t he same essay by the same 

examiner." Thus t he s ub jective factor cannot be avoided in the marking 

of ess ay answers. 
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Curzon (1985:257) maintains: "Examinations, it is claimed, often become e nds 

in themselves and exercise repressive and restri ctive influences on 

teachers and students." This means that if a s yll abus is determined by 

an external examining body it then becomes a central task of Northern 

Sotho lecturers and student teachers to work to its requi remen ts. Fu r th e r 

it means that the lecturer's freedom to decide on t he treatment of the 

learning content is unduly limited and the stude nt teac her s ' li berty to 

explore the subject area is curtailed. 

In accordance with didactic literature, examinations as modes of evaluation 

are demonstratably inadequate. They encourage students to develop 

unwanted habits such as question-spotting, the learnin g of model answers 

and the drill in reproducing the type of material which t he examiners are 

believed to be favouring. These habits deny any outlet of student 

teachers' creative abilities. In this reg a rd Curzon (1985:258) pertinently 

remarks: "Learning ceases to be treated as a desirable end in itself and 

becomes inextricably interwove n with the com petitive demands of the 

examination system." 

In emp hasisin g that examinations are not a good system of evaluation, 

Curzon (1 985:258) points out: "Furthe r, it is argued, the course of a 

person's future may be determined in large measure by a few anxiety

laden hours in an examinat ion room." This means t hat if the student fai ls 

an examination, then the futu re of suc h a s t udent can be adversely 

affected. 

The proble m of the evaluation of lesson s p resented by student teachers 

has always given education au t horitie s and college lecturers, specifically 

Northern Sotho lecture rs, muc h cause for concer n. This is readily seen 

if one looks at the number of conference s which have been held over the 

years in an attempt to solve the p roble m. In t his regard Puka (1985:3-4) 

reports that at the confere nce held in 1985 the following problems that 

affect lesson evaluation we r e di scussed: 

The mood of the evaluator often presents a problem. If the mood of the 

evaluator is good, s t udent teachers are r ated high. Alternatively if the 

evaluator is in a bad mood , student teachers are given low marks. 
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Favouritism in evaluation has been identified as a problem. Sometimes 

evaluators adopt a positive attitude towards certain student teachers. 

Their errors are overlooked with the result that they are given 

unrealistically high marks. On the other hand, evaluators sometimes have 

a negative attitude towards certain student teachers. They tend to be 

unnecessarily strict on those student teachers and these student teachers 

are sometimes rated very low. 

The problem of the opposite sex has often affected the awarding of marks. 

The female evaluators tend to give high marks to male student teachers 

and low marks to female students. On the other hand male evaluators 

sometimes give high marks to female student teachers and they give low 

marks to male student teachers. 

An error evaluator presents problems in evaluation. This type of an 

evaluator emphasises errors of student teachers. According to the error 

evaluator nobody is good enough to be given a pass mark. 

The good pojnt evaluator also creates evaluation problems. The evaluator 

concentrates on good points. According to this type of the evaluator 

everybody should pass. 

The ffxed range evaluator is associated with evaluation problems. The aim 

of such an evaluator is to play safe and not to be blamed for giving 

either high or low marks. The marks are always within a certain range. 

For example, marks given might be between 45 percent and 50 percent or 

between 50 percent and 55 percent. 

In order to address problems encountered in the teaching of Northern 

Sotho at colleges of education, teaching strategies are discussed in the 

paragraphs that follow. 

3.3 STRATEGIES OF TEACHING NORTHERN SOTHO 

When the lecturer has mastered the Northern Sotho content there remains 

the problem of how the mastered content can be conveyed to student 

teachers. It is therefore important that the Northern Sotho lecturer 

should acquaint himself with valid strategies for first language teaching. 
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Oegenaar and Mc Farlane (1987:96) main tain that a teachi ng strategy can be 

defined as " ... a teaching plan for achieving a s pecific learning aim. A 

teachin g s trateg y accounts for proced ural eleme nts : or ganisation of 

conten t , teaching and learning forms, methods and p r inciples. " 

A teaching strategy is often conf used with a teaching model. Oegenaar 

and McFarlane (1987:96) contend that " ... a teaching model is a simpli fied 

presentation of a teaching strateg y." In thi s regard Degenaar a nd 

McFarlane (1987:1 01) quote Eggen: "Models a re prescriptive teachi ng 

strategies, designed to accomplish particular instructional goals. They are 

prescri ptive in t he sense that the teacher 's responsibilities during t he 

plan ni ng, implementing and evaluation stages a re clearly defined ." 

Therefore the development of teaching strategies and a teaching model for 

Nort he rn Sotho is an obligation of t he Northern Sot ho s ubject didactics. 

In th is regar d Swart et al. (1986:5) emphasise: "Vakdidaktieke sal egter 

hul aanspreekli kheid teenoor die praktiese va konder rig eers ten valle 

nakom indien hulle hul verre kening s - en verbesonderingswerk laat 

deurpunt na die antwerp van vakonderrig strategiee en vaklesmodelle wat 

deur die vakonderwyser geb r uik kan word ." Swart et al. (1986:5) 

continue: "Strategiee- en modelontwerp is bru gslaan na die oorkant. " 

It is, the refore, esse ntial th at in the teaching of Northern Sotho, the 

Northern Sotho lecturer should have a sound knowledge of teaching 

strategies to be able to convey the learning content to the student 

teachers in the best possible way. 

Various teaching strategies have been di scussed extensively in didactic 

literature. For the purpose of this study the s t r ategies which have been 

selected are: the strategy of teaching accordin g to an accountable didactic 

theory; the strategy of teachin g accordin g to aims and objectives; the 

strategy of integrating content a nd form; t he strategy of teaching by 

example; the' strategy of concept teachi ng and concept attainment; the 

strategy of inductive-functional ap proach; t he strategy of teaching by 

demonstration and strategies of teaching specific aspects of the Northern 

Sotho lang uage such as poetry, grammar and composition . 
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3.3.1 The s trate g y of t eac hing accordi ng to an accountable didactic 

theory 

When the Northe rn Sotho lecturer teaches student teachers he must be 

able to account for his teaching. He also has t he r espo ns ibili ty to assess 

and evaluate his teaching . To ensure that hi s teaching is correct a nd 

effective, he has to correlate it with a didactic theory . This means t hat 

his teaching should always be in accordance wi t h an accountable didactic 

theory. 

The Northern Sotho lecturer aims in his teachin g a t effective and authentic 

learning activities by student te achers . It is, t herefore, not enough for 

him to know what teaching is; he must als o be capable of designing a 

teaching situation so that teaching is effectively act uali sed (Van der Stoep 

and Louw, 1984:25). This implie s that the Northern Sotho lecturer should 

be capable of theoretically accounting for his practical activities in order 

to preve nt faulty thin kin g a nd to teach in such a manner that the student 

teachers experience the learnin g conten t as meani ngful. To achieve th is, 

ob jecti ve teac hing shoul d be accor d in g to an accountable Northern Sotho 

su bject di dactical t heory . 

To teach in an acco u ntable way, t he Northern Sotho lecturer has to apply 

his knowle dge of the pri mary conseq ue nces of a d idactic theory when 

teaching. This mean s t hat the lecture r s hould be conversant with didactic 

categories that de scri be the teaching of Northe rn Sotho, didactic criteria 

for evaluation of the teachin g of Northern Sotho, d idactic principles for 

the teaching of Northe rn Sotho, con ten t a nd for m of teaching Northern 

Sotho as well as the Northern Sotho teachi ng model. These consequences 

of the Northern Sotho s u b ject d idactical theor y have been dealt with 

extensively in chap ter two. 

From the fore going pa ragra phs t he obser vatio n by Van der Stoep and 

Louw (1984:33) becomes rele vant: "If the d idactician knows what is to be 

taught it doe s not imply t ha t he knows what teaching is or how teaching 

should be done." In other wor ds, whe n t he No r t hern Sotho lecturer knows 

the conte n t of t he s yllab us or what is to be taught it does not necessarily 

mean th a t he is conve r s ant wit h a n accou n table didactic theory. 
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Therefore, it is important that the Sotho lecturer has to make a t horoug h 

study of the didactic theory to be able to teach according to it. 

3.3.2 The strateg y of t eachi ng accor ding to aims and objectives 

The Secondary Teachers' Diploma syllabus for Africa n Languages (1 988:1) 

at colleges of education stipulates a number of aims such as: "To equip 

the stude nt with a general background to the literatu re of mother tongue 

and to assess literary texts. To extend the stude nt' s own knowledge and 

language proficiency ... " 

The Northern Sotho lecturer, therefore, has to adopt the strategy of 

teaching student teachers with the aforementioned s yll ab us aims i n min d . 

His teaching should be to help and support t he student teacher to 

eventually attain the syllabus aims. The stu dent teacher answers the 

appeal made to him in this regard by learning. The reason for his motive 

to learn is that he wants to. 

The fact th at t he student t eacher should learn in each teaching situation 

establi s he s the motivation for the learning aim a nd objectives in every 

teaching s it uation (Va n de r S toep and Lo uw, 1984: 127) . This implies that 

the Northern Sot ho lec t u re r mu st include the teachi n g aim and objectives 

in his day to d ay lesson prepar ations a nd that t he teaching aim should be 

directed at the learning activities of the s t ude nt teacher. The result is 

that " ... the teaching aim is, in fac t, the learnin g aim" (Van der Stoep and 

Louw, 1984:127). Therefore, the activity of teaching is di rected by the 

teaching aim and objective s in s uch a way that the reaHsation of t he 

learning aim becomes possible. 

The teaching aim is prima rily the responsi biHty of the Northern Sotho 

lecturer while the learning aim r efers to the aspect of the teaching and 

learning situation for which the s tudent teacher is responsible. In this 

regard the student teacher has to understand that t he learning aim whic h 

is the teaching aim, enables him, b y means of content, to achieve. 

Since the Northern Sotho lect urer has a defini te ai m i n the presentation 

of a particular lesson, he sho ul d be able to account for the way in which 

he anticipates that the s t ude nt teache r will un derstand the learning 
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con te nt wit h his help and support. This implies that the lect ure r's 

activi ty of teaching has to gua rantee th a t t he student teacher will learn. 

3.3.3 The s trategy of har monisi ng content and form 

To be able to understa nd the basis of th e str ategy of integration of 

Northern Sotho content and form at colleges of ed ucation, it is considered 

essential to give a brief expl anation of the ori ginal harmony between 

content and form. Van der Stoep and Louw (1 984:31) explain that the 

origin of all content is the living-world of man while the origin of all 

teachin g form is the form s of existence of man. A close examination of t hi s 

poi nt i ndicates that content and form have thei r origin in the home 

s itu ation . 

Nokaneng (1974:65) maintains that i n the home t he parent explains certain 

norms to the child who achieves maste ry of these norms by imitating the 

world of adults. The child learns by means of conversation which is an 

eve ryday life fo r m of man. The refore the home s ituation becomes the 

teachin g s i t uation . The school and s u bsequently tertiary institutions, such 

as a college of ed ucation , cop y t he home si tuation and formalise it. 

At a college of ed ucation the Northern Sotho lecturer actively and 

purposefully confronts t he student teache r wit h t he learning content. The 

way i n which the Northern Sotho lecturer exposes the content is of 

partic ular importa nce for the stude nt to un derstand what is being taught. 

Therefore , the functio n of form is " .. . to expose the content in such a way 

that t he content exerts its stronges t appeal" (Louw, 1991 :139). 

To actualise the learning act in t he teachin g of Northern Sotho there 

should be a balance between fo r m and con tent. "Content determines the 

... didactic form to be used in t he teachin g s it ua tion " (Nokaneng, 1974:65). 

Louw (1991 :139) confirms this assertion: "The form of presentation ... 

varies accordi ng to the nature of the conte nt to be exposed." For 

example, to ensure that the s t ude n t t eacher derives the maximum benefit 

from a gra mmar lesson , t he Nort hern Sotho lecturer has to use the 

functional - inducti ve ap p roa ch. In t hi s way there will be harmony between 

form and content. 
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It can be seen that content cannot be taught without form. It is primaril y 

for this reason that content and form should be integrated to ensure that 

the student teacher has access to the learning content. On the other 

hand an appeal is made to the student teacher to learn these contents and 

to attach meaning to them. 

3.3.4 The strategy of teaching by example 

The aim of teaching for the Northern Sotho lecturer is to unlock the 

content for the student teacher. This content is so vast and complex that 

it is not possible for the Northern Sotho lecturer to transfer the whole of 

it to the student teacher at one time. In order to bridge the problem of 

vastness and complexity the lecturer selects a part of the learning content 

to be able to continue with his teaching (Snyman, 1979:128). In this way 

an example is used with the aim of simplifying the learning content. The 

example should serve as the basis of understanding the essence of a 

specific aspect of the learning content in Northern Sotho. 

The use of the example enables the Northern Sotho lecturer to discuss 

certain aspects of content because the example supplies facts that can be 

analysed. The lecturer uses the example in order to demonstrate the 

learning content for the student teacher. In this sense the strategy of 

teaching by example offers the student teacher the opportunity to gain 

primary insight into the learning content. Therefore, the example is " ... 

valid for normal teaching to the extent that a very large proportion of the 

teaching offered in the classroom is done so by means of the exemplar ... " 

(Van der Stoep and Louw, 1984:83). 

The exposition of Northern Sotho content cannot be achieved easily without 

the use of the strategy of teaching by example. Aspects of the content 

are brought into the classroom in various ways such as concrete examples. 

"When use is made of this, the teacher obtains complete attention based 

on spontaneous interest. Direct experiences like this serve as building 

material to correct thinking" (Nokaneng, 1974:86). For Stuart et al., 

(1985:65) this type of the example is usually used to help the student to 

establish a genuine world of significance and meaning for himself. 
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Aspects of the learning content can also be brought to the teaching 

situation by means of an example that takes the form of a representation . 

Pictures, drawings, signs, models and maps serve as examples of 

representations. In th is regard Nokaneng (1974:86) maintains: "To imitate 

direct experiences which for various reasons cannot be provided in the 

classroom, we must make use of these contrived experiences." 

The spoken word can be used to bring an aspect of the learning content 

into the classroom. In line with this Stuart et al. (1985:69) explain that 

the teacher "... may be able to bring the events of the past to life by 

means of apt descriptions and explanations." The words used by the 

lecturer in his explanations and descriptions of events bring learnin g 

contents into the teaching situation. The word serves to designate the 

imperceptible. It also serves as a support for thought. Words are, 

however, meaningless unless they rest on a firm foundation of experience 

(Nokanen g, 1974:87). This strategy of teaching is essential in the sense 

that it enables the Northern Sotho lecturer to make the learning content 

accessible to the student teacher. 

3.3.5 The strategy of teaching by demonstration 

Demonstration as a teaching strategy is used to transfer certain skills, 

capabili ties or knowledge to the student teacher so that the latter can 

master these through observation of a series of actions (Fraser et al., 

1990:145) . Since this strategy is concerned with the imparting of 

knowledge to the student teacher, it means that at all levels they can 

benefit from it. 

Demonstration is the manner in which the Northern Sotho lecturer is able 

to make the learning content visible to student teachers. It means that 

when demonstration is implemented the emphasis is on perception. 

Therefore it should be possible for student teachers to observe the 

lecturer when demonstrating aspects of the Northern Sotho language. At 

the same time student teachers should copy the lecturer's actions until 

they acquire competence in such actions. Student teachers must be " ... 

actively in volved otherwise optimal learning will not be realised and they 

will not gain the desired control over the content" (Stuart et al., 1985:75). 



-90-

Fraser et al. (1990:145) explain that this strateg y is usuall y associated with 

natural sciences and that it is also applicable to a variety of other 

subjects. Northern Sotho is one of th e s u bj ects to which the 

demonstration strategy is applicable because practical clarification of 

certain rules and theories is essential. For instance the t heory of t he 

practice of teaching needs to be demonstrated to enable the student 

teacher to master the practical part of it. To ci te a n example, experie nced 

Northern Sotho lecturers prepare demonstration lessons and have them 

demonstrated for student teache rs before the com me ncement of each pe riod 

of teaching practice. 

"Demonstration is related to discussion, because t he demonstrator must 

communicate constantly with the audience in order to explain the 

demonstration" (Fraser et al., 1990:145). This im plies t hat the demonstrator 

has to use examples in his teaching. To conclude hi s teaching he s houl d 

give his student teachers an assignment. 

During de monstrations student teachers de pe nd on observation and thus 

the princi ple of perception is r equire d for effecti ve teaching and learning . 

Since the Nort he rn Sot ho le ct u re r must alwa ys pla n and prepare for the 

di dactic s ituation it means that the p rinci ple of planning applies in this 

regard. If s t uden t t eac her s parti ci pa te in the demonstration then the 

principle of acti vit y is al so applicable. 

With regard to the demonstration s trate gy the im portant matter is that t he 

lecturer " ... must in every case possess t he necessary skill, continually 

practise all the skills associated with de mon s tration" (Van der Stoep and 

Louw, 1984:92), which holds equally for the Northern Sotho lecturer who 

should continually practice the skill of de monstration . 

3.3.6 The s trategy of concept teaching 

Northern Sotho, as mother tongu e , plays a vital role in concept formation 

and it is t he medium through whic h conceptuali sation takes place. The 

question that can be as ked is : What are concept s? Serote and Nokaneng 

(1991 :15) p rovi de a n a nswer: " Concepts are the smallest logical elements 

with which th e mind can oper ate. The y a r e, however, not the only 
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elements of thought. Thought also includes the perception of outer an d 

inner experience." This means that when a person looks at his cat, he has 

a representation or perception of a cat at a particular place and at a 

certain time. This representation does not refer to other cats. 

Conversely, when a person remarks that 'a cat has four feet', he refers 

to all cats. This extension of the concept to a number of individuals is 

known as the generality of the concept. 

It is important to differentiate between concepts and vague, confused 

images. Images or pictures - as opposed to concepts - are resemblances 

of particular objects (Serote and Nokaneng, 1991 :16). For example, an 

image or picture of a thousand s ided house would be vague and confused. 

In concept teaching clarity is emp hasised. 

Concept teaching can be a problem. In this regard Stones (1979:199-200) 

warns that language can hinder concept teachin g when the teacher does 

not realise that the student's abi lity to use a word does not necessarily 

imply that he has learned that particular word. For example, it may 

happen that a student who has never seen a cat in real life or on a 

picture can use the word 'cat' correctly in a sentence even if he does not 

have full understanding of the concept 'cat'. Such a student may wrongly 

classify all four-legged animals such as sheep, goats, and monkeys under 

the concept 'cat'. 

The question that can be asked is: How can the Northern Sotho lecturer 

solve such a problem which hinders proper concept attainment? To answer 

this question Serote and Nokaneng (1 991 :16) suggest that the solution lies 

in the proper use of teaching media by the teacher ... and in appealing 

to students' experience. This will help to promote concept formation. 

All the afore-mentioned facts need to be borne in mind by the Northern 

Sotho lecturer who aspires to teach concepts in poetry, grammar and 

composition. The teaching of concepts depends on direct sense experience. 

It is for this reason that the functional-inductive approach is preferred 

to the deductive approach. These approaches will subsequently be 

discussed to show how they can be used i n the teaching of concepts. 
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3.3.7 The strategy of functional-inductive approach 

The expression 'functional approach' in language teaching illustrates that 

the " ... emphasis is not on learning formal definitions or memorising rules , 

but on the application (functional use) of the linguistic phenomenon in a 

particular language situation" (Masola, 1989:92). It refers to the teaching 

of language as it is bein g used everyday. The living language is taken 

as the basis for the study of a language phenomenon. It is language-at

work (Sekhukhune, 1987:4). 

When applying the functional approach in the teaching of adjectives, the 

living language or language-at-work forms the basis of the teaching of 

such a linguistic phenomenon. The implication is that this linguistic 

phenomenon has to be taught in the situation of a living language. 

The question that can be asked is: How can the Northern Sotho lecturer 

create a livin g-language situation? This can be created by means of a 

discussion or narration (Serote and Nokaneng, 1991 :19). In this situation 

the student teacher is not expected to memorise the definition of an 

adjective, but to be able to identify and use this part of speech correctly. 

Student teachers should be able to make sentences which indicate clearly 

that they understand the function of adjectives. The same procedure 

would apply to all other aspects of the Northern Sotho language. For 

example, student teachers have to be able to use proverbs in a living 

language situation and not only to memorise them. 

The functional-in ductive approach is preferred in the teaching of Northern 

Sotho. This means that the Northern Sotho lecturer has to use the 

functional and the inductive approaches to ensure that student teachers 

attach meaning to the learning content. 

The ;nductive approach proceeds from particularisations or from examples 

to laws or rules (Fraser et a1., 1990:137). Student teachers are assisted 

to formulate generalisations, to establish laws or rules and to arrive at 

general conclusions through observation of particular facts and concrete 

examples. 
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Su ppose the Norther n Sot ho l ecturer has to t each the deri vation of cl ass 

1 deverbati ves. He could reveal t he general rule or l aw governin g the 

f ormation of these deverbati ves by usi ng pi ctures (Ser ote and Nokaneng , 

1991 :17). For example, the pi cture of a man who mil ks a cow (Mogami) an d 

of a woman sewi ng clothes (Moroki) can be shown t o stu dent teacher s. By 

means of t hese examples the Northern Sotho l ec t u rer can l ead studen t 

teacher s t o d i scover the followin g general ru le: When prefi xi ng the class 

1 prefix 'Mo ' to verb stems 'gama' and ' ro ka' , the vowel 'a' changes to the 

vowel 'i' and the deverbati ves 'mogami' and 'moroki' r especti vely can be 

derived . Refer t o the followi ng: 

mo + -gama = mogami 

mo + -roka = morok i 

mo + -ruta = moru t i 

Figure 3.1: Deverbative nouns 

Schematically the inductive approach can be r epresented as follows: 

example 1 mogami 

example 2 moroki r-----------~------> 

examp l e 3 mo r ut i 

RULE 

Cl ass pref i x + ve r b 
stem = deverbat ive 

Figure 3.2: Sc hematic representation of the i nductive approach 

Al t hough the emphasi s i n thi s study i s on the functional inducti ve 

approach, i t i s considered im portant to discuss b riefly the deducti ve 

approach. When usi ng this approach th e Northern Sotho lecturer starts 

by stating and explaini ng the general rule or princi pl e that governs the 

formation of deverbati ve nouns in Northern Sotho. 

The student teachers are then given guidance with regard to this rule or 

pri nci ple to specific verb stems such as '-tsena' , '- r aga ' and '-dula': 
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Cl as s 1 pref i x Verb stem Deverbative noun 

mo- - tsena mo tsen i 
mo- - r aga morag i 
mo - - dula modudi 

Figure 3.3: Class 1 prefix and verb stems 

The deductive approach can schematically be represented as follows: 

> II example 1 
II 

RU LE > 
II 

example 2 
II 

> II example 3 
II 

Figure 3.4: Schematic representation of the deductic approach 

From the foregoing d i scussion i t can be deduced that the inductive 

approach is more functional i n establishing i nsight into certain learning 

content than the deductive approach. Serote and Nokaneng (1991:18) have 

observed that with the deductive approach there is often the danger that 

the student may si mply remember the general rule or principle and not be 

able to apply it. In the paragraphs that follow the strategies of teaching 

various aspects of the Northern Sotho l anguage receive attention. 

3.3.8 The strategies of teaching various aspects of ~he Northern Sotho 

Language 

3.3.8.1 The strategy of teaching poetry 

Leschinsky's model used by Swart et al. (1 986:66) in the explanation of the 

strategy of teaching poetry, will be used i n this study. The heuristic and 

hermeneutic pri nciples which spring from poetry's character are discussed. 

Heuristic comes from the Greek "heuriskei n" which means "to find out 

through discovery " (Swart et al., 1986:66). In the context of teaching it 

indicates a method which enables student teachers to discover truths for 
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themselves by asking syste matic ques tions. In poetry teachi ng t he 

application of t he heu r istic s ys te m is related to the play-character of 

poetry. Poetry teachin g strategy mu s t be aimed at getting the studen t 

teacher to part icipate in the game of the spi rit and to guide him to 

discover the meaning for himself. 

To unlock meanin g hermeneutically, means to interpret by means of 

studyin g the wh ole of the poe m in r elation to the various parts or 

com ponen t s t hereof and from the pa r ts reve r se the interpretation act back 

to the whole of the poe m (Swart et al., 1986:66). 

Where these t wo principle s are a ppli ed in teachi ng, the lecturer deals with 

the teachi ng princi ples of epi s te mological statu s. Both derive from the 

epistemology and in combinat ion dicta te the cou rse and direction of a 

poetry lesson and form t he basis for a poetry teachi ng strategy which is 

explained by fi g ure 3 .1. 

Acco rd ing to fi g ure 3. 1 the student teacher should effectively read the 

poem in or de r to experience it, obser ve it acoustically and representa

tionally , and gain an jnjtial jnsjght i n understanding the whole. 

He should ask questions to understand the whole and the function of the 

titl e in reali sing t he first insight. 

He should read analytically and ask contextual questions in order to 

recognjse structure and function as second and tMrd jnsjght. 

He should re-read t he poem for the sake of actualising the deeper meaning 

of t he whole (syn t hesis ) as fourth jnsjght. and apprecjation. The model 

that follows can be used by t he Northern Sotho lecturer when appreciating 

a poe m. 
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Schematic representation of the appreciation of a poem 
(Swart et al., 1986:67). 
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Swar t et al. (1986:68) maintain that the poetry lesson has to go throug h 

the p hases that follow: 

Reviving or enlivening the preknowledge: Preknowledge which serves as 

starting poi nt for new knowledge, must be revi ved and made functional 

Problem setting and formulation: From the known the unknown must be 

made v i si ble and verbalised . 

Unlocking of the new: The student must be guided to gain insight and 

sol ve the p r obl em. 

Control: Control i s exercised over the quality of the insight. 

Exercise and application: Acqui red i nsi g h t i s exercised and applied and 

used i n other connections. 

Functioning: Acquired insight i s used as a means of solving similar 

problems in other connections. 

Evaluation: Tests are done to gauge the teaching effect and study 

quali ty. 

According to Swart et al. (1986:68) the heuristic and hermeneutic principles 

have a particular effect on the way i n which the first three phases in a 

poetry lesson develop. The implementation of the hermeneutic circle, which 

acknowledges the interaction between the whole and its parts, at every 

point, results i n a continued problem experience in the poetry lesson in 

the sense that continuous questions are asked during the unlocking of the 

poem 's meaning about the contribution of the parts to the whole and the 

whole to the parts. 

It can be realised that meaningfulness and the solution of a problem are, 

amongst others, determined by the pre-knowledge of the expert. The 

logical deduction is that during each problem moment during the lesson, 

foreknowledge is used and solutions are realised in order to come to a 

total understanding of the poem. The hermeneutic principle puts a unique 
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stamp on the development of a poetry lesson, namely that revival of 

preknowledge, problem setting and problem solution (exposition) are 

applied continuously and repetitively until the poem is unlocked. This 

explains why the question-and-answer method plays such a prominent role 

in poetry teaching (Swart et al., 1986:68). 

Randt as quoted by (Swart et aT., 1986:69) explains and demonstrates how 

the (con)textual question is used as study method in poetry teach i ng: 

"Tekstuele vraag het die geykte term geword vir die soort vraag wat 'n 

aspek van 'n gedigteks wil uitlig, 'n vraag wat deur antwoord wil aantoon 

hoe die deel by die geheel inskakel en met watter gevolg. Randt omlyn 

ook die funksie van die (kon-)tekstuele vraag naamlik om die samehang 

van ' n gedig se onderdele duidelik te maak." Insight in the total or 

complete structure is a deciding factor in understanding the meaning of 

the parts. The end result of the work-method is to reach an under

standing of a poem. 

It is clear that this typically-personal form in poetry teaching, namely the 

contextual question, has its roots in hermeneutics or exegesis as a method 

particular to the humanities. 

From the foregoing theoretical background it i s now possible to look at 

practical poetry teaching and lay down the following basic guidelines: 

Read the poem as a whole; then read it again and explain phrases, con

cepts, images and verses. 

Analysis does not murder poetry; it i s in teresting and fascinating and 

ensures that notice is taken of how a poem fits together. 

There is no infallible recipe for analysin g a poem because each poem is 

unique. The poem itself indicates how it shoul d be analysed. 

Work with contextual questions and im plement the question-and-answer 

method. This leads to thorough reading, listening and noticing of 

structural elements . Questions must follow each other logically; irrelevant 

remarks and questions lead to confusion. The unity of the poem must be 

respected in so far as the questions are concerned. 
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Gettin g stuc k in the identification of structural elements does not mean 

there is appreciation, understanding or insight. The student teacher must 

be led to insight into the function of particular structural elements in 

c reating the aesthetic; the realisation of the harmony of content and form. 

It is unnecessary to completely drain the poem in so far as form elements 

are concerned - this indicates training rather than teaching. Concentrate 

on the interaction of elements as th is would reveal meaning. 

Give preference to the inductive approach. Literary concepts help the 

student teacher to understand and appreciate poetry. To apply this, the 

Northern Sotho lecturer has to work through a poem. 

I n the poetr y lesson student teachers must be co-discoverers and not 

passive li steners. Often too much stress is placed on mood and 

atmosp he re at the expense of the intellectual involvement of the student 

teachers. Poetry demands sharp intellectual work. 

The level of the students is another very important factor . Poetry 

teaching in the junior classes is more difficult than in the senior classes 

and on the tertiary level of education . In the latter the analysis is more 

penetrating and the function purpose of form elements are more prominent. 

With student teachers the accent is on function, integration and harmony. 

Conversely, pupils in the junior secondary should read and listen 

intensively and analyse on their level without being too technical and 

analytical. Swart et al. (1986:69) state that the level of students decide 

the choice of poem; but one should get away from the misconception that 

a certain poem should only be used on a certain level and that the same 

poem cannot be used with equal success for standard six, eight and ten 

pupils. The following poem serves as an example: 

"Madiba a kgaoga a kgapetsa naga di le gole. 

Mosokga wa wa Meditere fula la ape~a Eropa, 

Magale 'a rema Atlanti ki photho la phothomela Ameri ka, 

Intiya gwa gweremana seoka gwa na pul'a marotholodi a magolo, 

Gar ' a madibamatala gwa rakalala mpho 'a badimo Afrika. 

Afrika nagamasotosoto, o le ramalwetsi bohloko o kwa kae?" 

(Mamogobo, 1963:28). 
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(The waters d i v i de, the waves break on far away l ands, 

Its backside fell in the Mediterranean, it floods the whole of Europe. 

The sharp end hacks the Atlantic Ocean, the wav es b r eak on American 

shores 

A big thing falls in India, an immense downfall wi th bi g r ai ndrops. 

Amidst the blue waters stands the gift of the gods, Afri ca. 

Africa happy land, you are sick, where do y ou feel the pai n?) 

The accent with the standard six pupils woul d be on maki ng them aware 

of the simple structural form elements such as choice of words, order in 

which words are used and unified thoughts in the stanza and the poem as 

a whole. Critical reading, listening and unlocki ng of meani ng are 

important in making them aware of the evocation ( mood-creati ng abi l i ty ) 

of words. Therefore the following question which i s based on t he 

foregoing poem serves as an example: 

Naa botee bja Madiba ke eng? (What is the si ngular form of the word 

" Madiba"?) 

Answer: bodiba (pool). 

The pu rpose of t he questions for the standard ei ght pupils is the same as 

for the standard six pupils, bu t the l evel i s rai sed so that they pay 

attention to t he f u nctioni ng of f orm elements. They are also pushed 

toward understanding the harmony bet ween f orm an d content. The q ues

tion that follows serves as an example: ., 
Lehlaolosetsagotee la "gweremana" ke lefe? (What i s a sy nonym of the word 

" gweremana"?) 

Answer: wela (fall). 

While the questions are t he same for the st andard ten pupils, the accent 

is mainly on responsibility, interp retation and verbalisi ng the functions of 

form elements. The integ rated function analysi s i s most i mportant. The 

explanation of symbolism in a universal con tex t and own spiritual expansion 

can be expected. The following q uestion serves as an example: 

Moreti o ra eng ge a re Afrika nag amasotosoto? ( What does the poet mean 

when saying that Africa i s a happy l and and ri c h i n resources?) 

Answer: Afrika ke naga ya mahlatse (Afr ica i s a lucky continent). 
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The strateg y of teachin g grammar in Northe rn Sotho is discussed in 

su bsequent paragraphs. 

3.3.8.2 The s t rategy o f teachin g g r ammar 

I n first language fluency is important. Acquis ition is obviously not t he 

object, but rather refining the abili ty to use language as an effecti ve 

means of expression (Ramone, 1973: 11 ). 

The Norther n Sotho lecturer has to be a li ngui s t. The aim, however, is 

not to turn student teachers into li nguists or language scientists in 

teachi ng them Norther n Sotho. They are not practitioners of the s cience 

of la nguage. In this regard Swart et aT. (1 986:77) contend that i t sounds 

like a pa radox to state that grammar is in d ispensable in teachi ng , ye t it 

neve r is t he main ob jective. To teach gramma r in isolation and wit h a 

view to p roviding a scientific knowledge of th e language, defeats the 

objective. Grammar teaching is always of an indirect nature. It is always 

aimed at implementation, application and functi onali ty. The teaching of 

grammar is always subject to the demands of f unctionality. 

Ramone (1973:19-20) and Swart eta/. (1 986:77) agree t hat in and by means 

of t he mother tongue, a student becomes awa re of himself as an individual, 

social and national bein g . It is through language that he finds t he 

conditions and medium for the uninterrupted p rogramme of his thoug hts 

and experiences the purest progress of his pe r sonal ity. 

From the foregoing discussion it can be ded uced that without language, 

which is the basis of our thoug hts , there can be no dialogue and therefore 

also no acquisition of knowledge. In fact the teaching and learning 

s ituation cannot be created without the use of la ng uage. 

In the didactic situation it is t h rough lang uage that the Northern Sotho 

lec turer gains access to the thou g hts, knowled ge and character of student 

teachers. It ena bles t hem to have mutual t rust and understanding. 

Language e nables the Northern Sotho lecturer to influence student 

teachers. Should thi s la nguage ability be inadequate, it results in 

disturbed communication, ineffective intelligence actuali sing and troubled 
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rel ationships (Swart et al., 1986:77-78). In line with this, West as quoted 

by Swart et al. (1986:79) maintain: " . .. defective language-teaching causes 

a disease at the root of the mind itself. " 

The foregoing discussion emphasises language purity on the part of the 

Northern Sotho lecturer. Grammar has to be taught in such a manner that 

the student teacher wm be able to use jt effectively. 

All real learning impl ies discovery (Swart et a1., 1986:80). To use the 

discovery method by means of language, is the surest way of enabling a 

student teacher to master his mother tongue (grammar) . The correct ways 

to introduce the student teacher to systematic ideas about language 

(grammar). is by using the language. 

The im portance of communication in the interaction between the Northern 

Sotho lecturer and the student teacher has already been underlined. 

Currently the accent in the learni ng theories is on learning through 

activity (Swart et al., 1986:80). In so far as didactic communication is 

concerned the importance of activity is that it provides proof of 

understanding. Once the student teacher has grasped one step, the 

Northern Sotho lecturer can progress to the next. While the student 

teacher is attempting to solve the problem, the Northern Sotho lecturer 

should be able to gather from the student teacher's activities whether he 

fully grasps the principles in question or not. 

In thus follows that there has to be careful planning by the Northern 

Sotho lecturer in the activity method (dialogue, question-and-answer, 

in ductive, self-discovery) to enable him to ascertain from the student 

teacher 's language use whether the learning activity is successful. 

The communication activity in the teaching of grammar thus implies activity 

on the part of the Northern Sotho lecturer in providing messages, verbal 

or non-verbal; it implies activity on the student teacher's part, namely 

observation and understanding of the messages on grammar and it also 

implies activity on the part of the Northern Sotho lecturer in so far as the 

understanding of the student teacher's activities and his own further 

actions based thereon are concerned. 
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"Om taalvaardigheid te onderrig in isol asie van die kommunikatiewe 

doeleindes daarvan, is om die risi ko te loop dat dit wat onderrig is nooit 

vanaf die onderrigsituasie na die werklikheid oorgedra word nie" (Swart 

et al., 1986:80). This implies that the student teacher will neither appl y 

the improved grammatical structure nor the larger choice of words whic h 

he has learned beyond the grammar lesson. Lan guage use and linguistics 

have to be taught in meaningful context. Log an and Logan (1967:384) 

prove this point: " ... that students who approach problems of sentence 

structure from the standpoint of communication of ideas performed bette r 

on tests of grammar and sentence structure than those who are taught to 

approach such problems through grammatical definition." 

Functionalisation is extremely important. It is not the meaning of a word 

which is important in language efficiency, but its function. The student 

teacher should be enabled through the functional learning of grammar to 

form an indefinite number of sentences with an indefinite number of 

possibilities. Therefore, the language skills programme has to enable the 

student teacher to experiment, create and communicate by means of flexi ble 

language use. 

As a matter of fact, especially in view of this objective of acquiring the 

skill of language usage, it would be quite fair to elevate functionality to 

the most distinctive characteristic of a grammar lesson. Functional 

langauge teaching is the credo. In the early phases of the language 

lesson, content does act as objective; the student teacher has to acquire 

grammatical insight; yet always and cons istently with a view to incorporate 

these in sights in his expressive skills. Knowledge should always be 

converted into skill and content should become operational. Sense and 

motivation in grammar teachin g are directly related to the measure in 

which functionality occurs and links with skilful expression. In this 

context Swart et aT. (1986:81) emphasise: " Funksionalisering is 'n primere 

sinmoment in die taalkundeles." 

It becomes evident that the need for some formal study of grammar is in 

fact unavoidable if the Northern Sotho lecturer wishes to implement the 

functional approach successfully. The teaching of grammar should 

stimulate an increasing understanding of the form, structure and function 
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of the Northern Sotho language. As the stu dent teache r p rogresses in his 

understanding of form a nd structure, he will d iscover the relation between 

linguistics and spelling, reading and composition. Eventually, rela ting the 

acquired knowledge will find expression in mature la nguage use. 

Swart et a l. (1 986:84) maintain that grammar teachi ng should be based on 

the inductive princi ple. The inductive principle presupposes that studen t 

teachers will discover language princi ples for t hemselves. It g ives t he 

student teacher the opportunity to formulate generalisations which enable 

him to understand how the Northern Sotho la nguage functions. In th is 

regard Swart e t al. (1 986:84) express the opinion that teachers who 

approach the language with the same spirit of d iscovery whic h the " new" 

sciences and mathematics use nowadays, will di scover t hat language study 

is equally in teresting, lively and enriching. 

Swart et al. (1986:84) express the opinion that in t he past linguistics was 

often taught as a unit of incomprehensible rules which the teacher, 

without q uestion, forced t he students to stud y, often without the min imum 

of expla na tion. This is at p r esent no longer acceptable. The accent is on 

enquiry and the curiosit y of student teachers, with regard to language 

and how it functions, must be stimul ated . Thi s implies that the method of 

language teaching has to be serious ly re-evaluated. 

The following teaching strateg y p rinci ple s can be formulated: Self 

activity, inductive method , heuristic p rin ciple (by i mplication self-discovery 

by means of question-and-answe r from concrete or fami liar to abstract or 

unfamiliar), f unctionalisation, di ag nosis and remediation. 

The grammar teaching strategy which de veloped f rom these principles, is 

schematically represented as foll ows : 
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Di scovery of pr inciple 

Ver bal ( quest ion -and
answer) introduct ion 
to the new knowledge 

Revelat i on of a 
principle (ru le ) by 
means of well-chosen 
examples and 
systematisation 

------------->------------~ 
From concrete exper i ence 
( actuali sat i on of pre
knowledge) 

Verbal and written 
funct i onal i sation of 
new knowledge 

Formulation of pr inc i ple 

Verbal and written 
pract ice 

Di agnos i s and remed i ation 

~----------->-----------
To abstract thought and 
appl i cation (transfer of 
knowledge) 

Figure 3.6: Schematic representation of the basic teaching strategy for 
a grammar lesson (Swart et aT., 1986:85) 

The following aspects have to be kept in mind with the implementation of 

the foregoing strategy of teaching grammar: 

• Actualisation of pre-knowledge should form part of the needs of the 

student teachers and their previ ous experiences. 

• Teaching should initially be inductive. Student teachers should be 

gui ded in such a manner that they can deduce their own rules and 

regulation s by means of well-chosen examples. The Northern Sotho 

lecturer elicits rather than tells and he guides rather than 

i ndicates. 

• The use of the question-and-answer method to lead student teachers 

to self-discovery is important. The questions must pose the 

necessary challenge to the student teacher and stimulate his 

thoughts with encouragements such as: 

" explain" and "elucidate". 

"why?", "motivate", 
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• Student teachers must constantly be reminded that the teaching of 

grammar does not only concentrate on content, but also very 

definitely on presentation method and the lan guage use. For this 

reason the verbal phase is of great importance. 

• The first functionalisation should concentrate mainly on successful 

problem-solving in order to establish the correct principles. 

• The initial application of the principle must be verbal to ensure the 

immediate diagnosis and remediation of mistakes. 

• The Northern Sotho lecturer should determine beforehand what 

measure of the grammar teaching he expects the student teacher to 

relate verbally or in written form. Thi s will prevent grammar 

teaching taking place in isolation from the other aspects of mother 

tongue. 

In the paragraphs that follow the composition teaching strategy is 

discussed. 

3.3.8.3 The strategy of teaching composition 

Swart et a1. (1986:105) maintain that there is a contrast between the two 

major streams in prose, namely, ornamental or decorative prose and bare 

or stripped prose. Those who practise the forme r are literary artists 

whose credo is to purposefully write in a flashy style with the accent on 

portrayal and word-painting. It is prose which li berally uses colourful 

words and sounds, metaphors, sound-imitations and adjectives. Bare prose 

on the other hand is stripped and business-like. Swart et aT. (1986:105) 

reject both these extremes and suggest what is called clean prose which 

is of the ordinary kind. 

Prose should be an organic part of the story (Pyper, 1986:1 05). Therefore 

as in poetry, functionality has to be a fundamental principle of prose 

teaching. It would seem that the basic difference between poetry and 

prose is that the expression media in poetry must make a real contribution 

to the total meaning whereas in prose they have the role of a transparent, 
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unobtrusive medium through which the crystal clear story takes place. 

The expression skill is subsequently analysed . 

The student teacher develops the expressjon skm " by mastering the 

language skills, composition skills and skills of style" (Department of 

Education and Training, 1987:4). Thi s can further be qualified as the 

expressive skill, which indicates the ability to express or give form in a 

language such as Northern Sotho. Bothma and Cloete (1963:1) call it the 

accurate expression of thoughts. With regard to expression skill as 

purpose, the teaching of composition requires an analysis into e lements 

such as those that have been proposed by Py per (1986:1 05-1 06). These 

are now discussed. 

• The composer should use only the exact, suitable and well chosen 

word. He should develop word-sensitivity such as the functionality 

of a word in a particular context and an awareness of the 

polysemantic character of a word. 

• The composer should be capable of manipulation of sentences 

through stylistic means such as accent, transposition of words and 

sentence variation . He should be able to use punctuation marks as 

functional means of style as well as direct and indirect speech. 

• The composer has to be conscious of the unity of sentences in a 

paragraph. With regard to paragraph division he should be capable 

of the effective use of transitions, contrasting and lin king. 

• The complete composition should have an in troduction, paragraphs 

and a conclusion. 

• The composition can be narrative, descriptive demonstrative or 

argumentative, speculative or contemplative and meditative in nature. 

Composition is a matter of experience and expression (Pyper, 1986:106). 

Therefore the student teacher directs himself at a particular subject and 

then he starts to write. Figuratively speaking, he "sails" into that piece 

of work which is being demarcated by the theme or subject. This activity 

is actualised in different ways: 
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• The student teacher can direct himself at the world in a thinking 

manner. He can consider and reflect on it from vari ous a ngles. 

Ideas, concepts and connected matters are the means of t his thought 

activity. 

• The student teacher can also direct himself in a sensor y manner at 

the subject. Sensory observation will pl ay an im porta n t role with 

the concrete figuring prominently in his field of vis ion. 

It is not in the first instance the task of the Northe rn Sotho lecture r to 

tell the student teacher what he must write. To "compose" is p rima rily a 

matter of expression and giving form. Experience demands exp ression. 

Expression is however not possible without giving for m ( Pyper, 1986:107) . 

Therefore, thoughts, emotions, observations and conceptions have to be 

shaped, ordered and finally expressed in language . The student teacher' s 

inability probably lies in the giving of form. Teaching the student te ache r 

to write a composition should primarily be focu sed on acquisition of the 

ability to express and give form since that is what "compose" implies . 

The Northern Sotho lecturer must focu s his teaching on helping the 

student teacher with the "how" of composition wri t i ng (Pyper, 1986:107). 

If "giving form" is not seen as the pri mary p roblem in teaching how to 

write compositions, then there is the assumption t hat t he student teac he r 

has the ability to "give form" which automatically results in the accent 

shifting to the content, that is, thoughts , ideas a nd facts are s ifted and 

systematised. Composition teaching the n becomes li ttle more than the 

supply of themes and the exe rcise of control a nd the Northern Sotho 

lecturer 's most important function then is to mark and correct the 

compositions. If, however, the in a bility to give form is seen as the most 

important shortcoming which teaching has to improve, the teaching accent 

changes completely. In the latte r case, the strateg y would be firstly to 

analyse the student teacher's ability to give form and the result of th is 

will determine the aims of the teaching. In such a p r ogramme where the 

teaching is directed at the acq uisition of expressive abilities, student 

teachers will generally write fewe r compos itions a nd the correcting thereof 

will be more meaningful and responsible. 
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Attention is now focused on the connection between expression, meaning 

and style in composition teaching. Meaning cannot be d isregarded in a 

com position . The expression is guided or directed by meaning or 

intention . It seems therefore that a contentious problem in this regard is 

the question surrounding the concepts "expression" and "communication " 

as forms of meaning. What is the primary intention with "composing" , 

expression or communication? There is no definite answer. Sometimes one 

simply writes to express one's feelings and thoughts. In other cases, the 

writer wants to relay a message, make an announcement, suppl y 

information, convince or persuade a reader to his point of view, in which 

case communication is the main purpose or motive. Expression and 

communication do appear to be the two primary motives or intentions in 

"composing " (Pyper, 1986:107-108 ). 

Pyper (1 986:108) maintains that meaning has an effect on form-giving. 

Therefore, if for argument 's sake, com posing is aimed at persuasion , the 

ordering and formulation will be logical and taut. Description, on the 

other hand, will require ordering and flowery language. Style is a 

con troversial concept. It is not synonymous with giving form and can 

only be characterised upon completion of the composition, unlike meaning 

which directs the composition action. Style indicates certain preferences 

or patterns which can be identified in the form- givin g. The characteristic 

style of student teachers is indicated in the manner in which they 

express themselves on paper. Style is the result of the dictates of the 

individuality of a writer during the form-giving action, that is, his 

abilities, his word sensitivity, his perspective of Northern Sotho content, 

his life and world views and his personality. 

It has been mentioned that composition teaching is primarily aimed at 

helpi ng student teachers to acquire the abili ty to give form. Knowledge 

of methods or ordering, the function of the means of sentences, paragraph 

structure, and vocabulary are in fact indispensable, but it is the skill in 

handl ing all these form elements effectively which is most important. The 

teaching of composition should not be over-simplified and reduced to the 

announcement of themes, the giving of composition assignments, marking 

and correcting them. Therefore the task of the Northern Sotho lecturer 

is to analyse composition skills and give in struction in each of the skills 

uncovered by the analysis. 
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The objective of composition teachin g is the acquisition of a series of 

skills required for composition (Pyper, 1986:108). The precipitation of the 

teaching of composition in Northern Sotho is that the student teachers ca n 

do something. 

The important principles in the teaching of oral and written composition 

are as follows: 

Meij et al. (1985:132) maintain that meaningful communication should be 

practised on a regular basis. 

The lecturer who only concentrates on the student's mistakes cannot 

achieve the objective of composition teaching. This point is illustrated by 

Byrne, as quoted by Meij et al. (1985:132), who maintains: " ... if we are to 

be truly readers rather than judges, we should perhaps look not so much 

at what the learners have failed to achieve but rather at what they have 

actually succeeded in doing. " 

Pyper (1986:108) indicates that the teaching of composition is primarily a 

matter of functionalisation. The teaching must firstly aim at helping the 

student teacher to acquire insight but the accent must be on practice, 

application and expression. 

The Northern Sotho lecturer cannot simply assume that the student 

teachers are able to apply the skills of vocabulary, syntax and 

paragraphs. He must design exercises for them to practise these skills. 

Language manipulation for the sake of accurate and effective expression 

is decisive with regard to the type of exercises designed. Consider the 

following skills in word usage and syntax 

The underlined words i n the following sentences depict sound. 

Legong le tu ka ka fase ga ketlele yeo e letsago molodi 

(The wood burns under the whistling kettle) 
v 

Sethunya se re thuu mola go homotswe 
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(A shot claps through the silence) 

Hutara ya Sejanaga e re poo ka tseleng. 

(The car hooter honks in the street). 

In the following passage extracted from Mminele (1976:1) the words or 

ph rases that replace or refer to death are underlined. 

Mphegolle 

Banna 

Kg a lema 

Mphegolle 

Kg a lema 

Mphegolle 

Kgalema 

(Mphegolle 

Men 

Kg a lema 

Mphegolle 

Kgalema 

Kg a lema 

Tamang bohloko, Bahunoto. 

Dumela manyami, Mohwaduba 

(Ka moka ba homola sebakanyana ... ) 

Mohwaduba ga go bolelwe selo fa. 

Le reng le hloka se le se bolelago? 

Motse wola wa mokgotse wa gago o swele. 

Mangana, taba yela e napile e ba there~o? 
v 

Ke theresa, mokgonyana wola wa gago ke mogologolo 

lehono ge re bolela re ilalo. 

My condolence to you, Bahunoto. 

Grieve with us, Mohwaduba. 

(They all pause for a moment ... ) 

Mohwaduba we are all stunned. 

What makes you all dumbfounded then? 

The house of your daugther's in-laws, is reduced to 

ashes. 

Yes, your son-in-law has passed away) 

(Sekhukhune, 1988:24). 

The following words which are synonyms provide examples of accurate 

typification. 

" Setlaela, seota and segatsekana" (Sekhu khune, 1988:28). These synonyms 

refer to a person who is not wise. In this regard Meij et al. (1985:134) 

maintain that synonyms should be used in composition teaching to avoid 

boredom. 

Reversed word order in composition i s for a particular effect such as to 

accentuate subject, object, expression and to alleviate boredom. The 

followin g example from Matsepe (1 977:18) illustrates the point: 
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v v \1 
11 Mosate o tla be o mmotsisetsa eng a se a o tshwenya?" Reversed order: 

v v v v 
A se a o tshwenya mosate o tla be o mmot si setsa eng? (Why should t he 

k i ng take him to task since he has not been troubled? Si nce he has not 

been troubled why should the king take him to task?) 

The followi ng sentence f rom Koma (1 985:3) provides an appropriate example 

of sentence variation: 
11Mohlomongwe a ka tla nayo. 11 Variation: A ka tla nayo mohlomongwe. 

( Perhaps he will bring i t.) 

Pyper ( 1986:1 11) mai ntains that a sentence should have a unjfied jdea. 

Consi der the following sentence: 

" Ke kgarebe e tshehlana ya go ema ka maoto" (Sekhukhune, 1990:30) . In 

composi ti on wri ti n g the part wh ich does not fit into the sentence shoul d 

be r emoved . 

According to Pyper (1986:111) the sentence can be shortened by writing 

one word for many, omission of either the su bj ect or object, repladng the 

conjunction with a semicolon . 

For example: 

" Shima ke monna yo maatla" (Nokaneng and Louwrens, 1987:145). Shima ke 

senatla 

(Shi ma is a strong man. Shima i s strong). 

" Tate o gama k gomo 11 (Serudu et al., 1988:233) . 0 gama kgomo. 

(Father is mil ki ng the cow - He mil ks the cow ) . 

¥ v 
11 se sengwe se swanetse go direg a ka gore ditaba tsa gagwe ga di 

sepele ka moo di swanetseg o .. . " (Nokaneng and Lou wrens, 1988:1 03). Se 
v 

sen g we se swanetse go direga; ditaba t sa gagwe ga di sepele ka moo di 
v 

swanetsego. 

(Somethin g must be done because matters concerning him do not go the 

ri ght way - Something must be done; matter s concerning him do not go 

the righ t way) . 
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Pyper (1 986: 111) mai ntains that the sen tence can be extended. Con sider 

th e following example from Mamogobo (1963:28 ): " Afri k 'a ... se wa ka 

hl akor i . .. atl eng t~a Rabadimo. " 

v 
This sentence can be extended as follows: " Afrik' a molokotsa nagadi lepe 

sa badi mo, se wa atleng t~a Rabadi mo maakalale ku kamad i t~h aba, se wa ka 

hlakori se remarema meetsemagolo maphasalale" (Africa elongated bi g l and , 

axe of the forefathers. It fall s from the hands of Rabadi mo, spl endid 

sacrifice to the nations. It falls with the shar p end, i t hacks t he vast 

wate r of th e ocean ) (Swanepoel, 1987:89) . 

Py per (1986:11 2) states that sen tences have to be pure. Consider t he 

followin g sentences that have to be pu r ified: 

" " Ga go na l e k hutso l efatsheng. Tate o na le mogau. Ke lomi lwe ke nto 

ye nn gwe" (No kaneng and Louwrens, 1987:25) . 

(There i s no peace on earth. Father is merci f ul. Something has bi tten 

me). 

The corrected sentences are as follows: 
v 

" Ga go na le khutso l ef aseng . 

Tate o na le kwelobohloko. 

Ke l omi lwe ke selo se sengwe. " 

Sentences are connected by means of conjunctions. Compare the following 

examples of sentences that have been connected: 

v v 
" 0 a fokola eupsa o tla tla. Ba mmeget se fela o ganne" (Ramushu and 

Mphahlele, 1987:156). 

(He i s ill but he will come. They r eported to hi m b ut he refused). 

The sentences that follow are examples of effective repetition. 

" ., v . .., .., 
" 0 sa n tsholela dipharap hara t sa magobe. 0 sa n tshebetsa ka d1seba tsa 

magosi " ( Nokaneng and Louwren s, 1991:444) . 

(She still gives me enough por ri dge. She sti ll gi ves me enough meat). 
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Comparison as a means o f express ion ca n be illu s trated by means of t he 

following sentences: 

"0 t hala b jalo ka hlapi. 0 homotS'e b jalo ka legotlo" (Nokaneng a nd 

Lou wrens, 1988:236). 

(He swims li ke a fish . He is as qu iet as a mouse ). 

Py per (1986:1 12) contends that a paragraph is a g r ou p of sentences which 

develop a certain aspect and that the characteristic structure of a 

paragraph can be deduced from the way in which content and fo r m a re 

in terwoven in it : 

• A paragraph deals with one aspect of the theme. It centres around 

a s ingle idea or thought which is encaps ul ated in a pivotal or 

pri mary sentence. 

• The pivotal or main sentence of the paragraph is placed in a 

position of optimum acce nt - a " ma rke d " position - always at the 

beginning (either as a statement or p ronouncement) or at the end 

(as a conclusion ) of the paragrap h. 

• For Py per (1 986: 113) the coherence between the primary and 

seconda ry sen tence s is ruled by ordering principles which follow: 

• The ded ucti ve princi ple in t he case where a paragraph develops 

from a s t ateme nt or pronouncement to an illustration, proof or 

application. Obvi ously t he primary sentence is at the beginning. 

• The in ductive principle in which case the paragraph moves from 

general examples or de t ail s to a conclus ion or general announcement. 

The primary sentence a ppears at t he e nd of the paragraph as a 

climax. 

• The chronological princi ple . This is the order of time passing. It 

is the char acte ristic orderi ng princi ple i n the narrative paragraph. 

• The s pati al o rderin g pri nciple in the descriptive paragraph where 

thin g s a r e place d in a spati al relationship to each other. 
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• The cause-effect principle where a cause or moti ve is indicated and 

the consequences pointed out. 

• The principle of climax-working or an increasing deg ree of difficulty 

where the order is from the simple to the com plex. 

• Unity, accent and coherence are the three most im portant 

characteristics of a paragraph. The coherence in a paragra ph can 

be better qualified as structural cohesion. 

To enable students to compose paragraphs accordin g to the afo re

mentioned hints they should be given a lot of oral and writing tasks. 

Rodseth (1986:95) advises that much of the work can be done orall y 

because it is not necessary to overburden the stude nt wit h writing a nd 

the lecturer with marking. Students should be given a lot of time to 

practice small units such as a pivotal sentence or a paragraph. This point 

is confirmed by Van der Merwe (1986:126 ): "Wa t stelwerk betref, word baie 

aandag gegee aan die skryf van paragrawe, die logiese opeenvolging van 
• tl s1nne, ... 

Rodseth (1986:97) sugges ts a way of parag rap h teaching: Every student 

writes one paragrap h and the lecturer ticks the paragraphs which are 

acceptable and crosses t hose which are fl awed. Comments or simple marks 

are made to indicate flaws. Whe n parag r aphs are returned to students a 

few verbal comments are made and some are read out to illustrate poi nts. 

Students then write the next paragraph and those parag r aphs with crosses 

have to be re-worked until the y are acceptable. 

Objectives of teaching paragraphs can be ded uced and further refined 

from the fore-going di scussion. It seems that t here are two basic 

objectives in the teaching of the paragraph as manne r of composing, 

namely the acquisition of insight into the natu re and structure of the 

paragraph and the skill to structure a pa r ag r ap h. The former is a 

condition for the latter because skill is an abili ty which depends on 

insight and is directed by it (Pyper, 1986:115) . 

The skill referred to in the precedin g paragraph is the ability to give 

form which in the case of the parag raph can be better qualified as a 
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structuring s k m and further refined to a n ordering skm. Pyper 

(1 986:115) maintai ns that in a finer analysis the following skills are 

revealed: 

The ability to: 

formulate the central idea i n a pivotal or primary sentence; 

place this sentence in a marked position; 

develop and add on to th is primary sentence; 

maintain unity in the development; 

ensure the development of the main sentence according to an 

orderi ng pri nci ple in order to obtain cohe rence and solidity; and 

exercise the following skills i nvolved in writing a paragraph: 

form ulation 

definition 

explanation 

illustration 

argumentation 

verification 

responsibili ty 

qualification 

analysis 

classification 

elimination 

analogy 

opposition 

comparison 

naming 

deduction. 

cause-effect indication 

symbolic (figurative) development 

descri ption 

portrayal 

chronological development 

numbe rin g 

spatial development 

The implication is that the above-named objectives in the teaching of the 

paragraph ought to be attended to in the paragraph teaching programme 

in the form of lesson themes. In the lesso n itself the aim is turned into 

a problem. 

The paragraph is a mini com position in the sense that it has the same 

structure as a composition (Py per, 1986:115). Therefore it is an excellent 

point of departure for composition teaching and an ideal exercise in the 

basic skills such as structuring. 

The inquiry into the paragraph in composition teaching encounters a 

didactic problem at this stage and Pyper (1986:115) asks: How should 

students be taught so that they acquire ins ight and skill in paragraph 

structuring? Ins ight is less problematic because paragraph structure can 

be explained with the help of good examples. The major problem is to 

accomplish the transfer from knowing (insi g ht) to skill. In other words, 
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to assist the student teachers to move from mere insight into how a 

paragraph should be structured, to the ability of actually personally 

producing a well-structured paragraph. 

problem in composition teaching. 

This, in fact, is the primary 

For Pyper (1986:116) paragraph teaching demands a model example, that is, 

one which reflects the essentials of a particular paragraph structure and 

the composition on the other hand strives for effectiveness through 

original manipulation of structural elements and maintains the princi ple 

that a paragraph is a unit which is more than the sum of its parts. The 

Northern Sotho lecturer therefore has to use either an artificial example 

which reflects exactly that which he wishes to in dicate or find examples 

i n li terature of some of the very best authors. The latter possibility is 

more suited to res"ponsible teaching. Preference should be given to 

paragraphs from the work of bona-fide authors because they, although not 

totally reflective of the essentials required for the teaching activity, do 

provide the element of spontaneity. The fact that literature is a source 

of examples for composition teaching, serves as principle and is a 

particular point of contact between composition and literature in the 

activity of teaching. 

As Pyper (1986:116) maintains, inductively structured paragraphs are 

scarce. Paragraphs are generally deductive. It seems to be a natural 

tendency with authors to first make a statement and then expand on it. 

Compare the following example from Kekana (1985:26): 

" E be e le sefoka sa Sales House mme dimpho go bathopasefoka e le tse di 

gapago pelo. Makgolo a mahlano a diranta sea tleng, sefatanaga le mafelelo 

a beke a a thabisago kua Holiday Inn ya motse Kapa." 

(It was Sales House competition and prizes for the winners were breath

taking. Five hundred rand cash, a car and a happy weekend at Cape 

Town Holiday Inn). 

Pyper (1986:118) writes that in paragraph teaching the heuristic principle 

finds a natural correlate in the principle of predictability which is implicit 

to a well-structured paragraph in which an ordered thought-pattern is 

expounded systematically. This implies that reading one sentence of a 
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paragraph creates a suspicion or expectation regarding the sentences 

which are to follow. There is an element of predictability and anticipation 

present. The following paragraph by Sekhukhune (1988:49) provides an 

example: 

"Ke tlile go p hop hotha 

Ke kgopelela ngwana thari 

Aga le yena kua a lego gona 
II 

Ke go swaretse mahlatswaleselo 

"' Maphoroma sea, ke nwa nago" 

(I have come to pray 

For my barren daugther to procreate 

Give her peace and prosperity in her place of domicile 

Here is beer for you, please dri nk with me). 

The first sentence in this paragraph - also the primary sentence - creates 

the suspicion that the author will illustrate further, enumerate, prove by 

mentioning examples. Suspicion is a typical attitude in the searching/ 

seeking relationship which leads to self-discovery. In many cases, the 

development of a paragraph can be compared to the experimentation of 

scientists. Paragraph teaching should take advantage of the principle of 

anticipation. 

In the teachin g of paragraph structuring the Northern Sotho lecturer can 

use the following procedure that has been proposed by Pyper (1986:118-

119): 

The student teachers get the instruction to determine which word or 

words were omitted from the primary sentence, and the opportunity to 

compare their answers to the original text. 

The Northern Sotho lecturer dictates the first sentence of a paragraph and 

asks the student teacher to formulate the anticipated next sentence. In 

th is manner a paragraph is developed sentence by sentence and then 

compared with the original. Compare the following example: 
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"Mosadi o kile a ba Goba o mo rwel e ng wag a woo a o bolelago goba o 

hlomane b j ang, ga se wa gagwe ke wa monna, yena ke mphepi fela" 

(Matsepe, 1972: 29) . 

(Has a woman ever had ... ? Whether she experienced di scomfort during 

that period or otherwi se, the chil d i s born of a man and she r emains a 

nanny for that matter). 

Answer: l e ngwana a etl a kae? ( a chil d ). 

The next l ogi cal s tep i s to supply a p ri mary sentence and ask the student 

teachers t o structure a paragraph around it. For example: Wri te a 

parag r aph starti ng wi th: 
v 

" 0 kitimetse ngwakwaneng wa bona ... " ( Koma, 

1985:13). (He r an to their house ). 

~ . v 
Wri te a paragrap h wh i ch ends wi th: " Kgos1 ye bogale e i le ya b1tsa 

lekgotla" ( Rauben heimer and Prinsloo, 1989:79 ). (The brave king in v i ted 

hi s subjects for a meeting). 

The Northern Sotho lect urer su pplies a mixed paragraph and requests the 

student teacher s to order and structu re i t in to a meani ngful parag r aph . 

The following ser ves as an example: 

" Ke mang yo a ka gohlolago sehuba sel ebaneng sa bona? Ka gore ba 

t si pana ka mahlo. Ka tsebo ya gore l entle b j al o ke l a bona ba nno;i. 

Mabothe l e mogwe wa gagwe (morwa wa kgo~i Ngal an g yo a tlilego go 

yen a). Morago ga go fulara g a gag we." 

Answer: 

" Morago ga go fulara ga gagwe, Mabothe le mogwe wa gagwe (Morwa wa 

kgosi Ngalang yo a tlilego go yena) ba t sipana ka mahlo ka tsebo ya gore 

lentle bjalo ke la bona ba nno~i, ka gore ke mang yo a ka gohlolago 

sehuba selebaneng sa bona?" (Matsepe 1971 :21 ) . 

(After his departure, Mabothe and his b r other - i n-l aw (the son to chief 

Ngalang to whom he has paid a visi t ) loo ked at each other with the 

understanding that they were in full con t r ol of everythi ng). 
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It is necessary to point out that these strategies are aimed at functionality 

and practice which follow on lessons in which the essentials of paragraph 

structure have been mastered. It can thus be practically applied and help 

to turn the acquired insights into skill. 

Compositions can be classified. The classification enables the student to 

make the correc t choice from a number of composition topics. "Deur die 

onderwerpe te klassifiseer dwing die leerlin g homself ... om el ke onderwerp 

te in terpreteer vir 'n bepaalde gehoor ... " (Meij et al., 1985:142). The 

classification of compositions depe nds on intention: 

The in tention of the narrative composjtion is to relate a course of events. 

The source is the writer's experience and imagin ation. 

When writing the descriptive composition the idea is portrayal 

representation. Sources of content are the writer's observation and 

imagination. The content itself deals with matters such as characteristics 

and qualities. 

With the argumentative composition the aim is to persuade or convince. 

The content is a new perspective or view of the existence. 

The essence of the speculative composition is that it distances itself from 

reality. It assumes the form of a vision of man and the world. 

Pyper (1 986:122) advises that correction should never be reduced to a 

search for mistakes, but should be handled as a facet of teaching - the 

guidance provided by the teacher. The primary aim is to do a proper 

mistake analysis. Evaluation should not only be the writing down of a 

mark, but commentary should be passed on each part of the composition -

negative or positive. Marking should also not simply be an activity to 

obtain a percentage for class record purposes, but should be an indication 

of the level the student teacher has reached and for this reason it should 

be indicated with the mark representing the student teacher's level of 

lan guage, style and content. If the three matters, namely, correction, 

evaluation and marking are viewed in this light, the result will be 

purposeful correction exercises and not stereotyped corrections. 
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Apart from correcting, marking and remarking the Northern Sotho lecturer 

also has to make a meaningful mistake-analysis of the compositions. For 

this reason he has to keep a book in which the most glaring mistakes are 

recorded during correction. This analysis is made on an individual basis 

for each student teacher and also on a general basis with regard to all 

the compositions. The individual mistakes are discussed with the studen t 

teacher himself. Pyper (1986: 129) maintains that typical mistakes that 

could occur are: 

Use of punctuation marks, especially the comma. Student teachers are not 

aware that the comma should be used where there is accumulation of 

adjectives and in a compound sentence before the adverbial sentence. 

Thought construction mistakes which result in incorrect syntax. The 

student teacher should be taught to think before he writes. The problem 

of verbosity needs to receive special attention. 

Word sensitivity. The student teacher is uncertain about the exact 

meanings of some words and uses them incorrectly. 

Spelling mistakes, especially whether words should be joined or separated. 

Wrong paragraph construction. Paragraph construction needs to receive 

special attention in the teaching of composition. 

The general mistake analysis can serve a double purpose, namely as 

foundation for class d iscussion s of high frequency mistakes and also for 

designing corrective exercises. From the variou s mistakes the Northern 

Sotho lecturer can design corrective exercises for mistakes such as: 

• Choice of words, for example, the exact word, the appropriate word 

and word meaning, 

• Spell in g mistakes, 

• Syntax mistakes, for example, word order, position of adverbial 

sentences, punctuation marks, ambiguity, clumsiness and false 

imagery. 
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• Paragraph con struction, for example, the unity of ideas, primary 

sentences and paragraph linkin g. 

• Composition mistakes, for example, in terpretation of subject, s ifting 

of facts and overall impression. 

3.4 SUMMARY 

An analysis of literature for the teaching of Northern Sotho at colleges of 

education reveals that the teaching and learning of this subject is not 

accounted for. Th e result is that problems have emerged. For example, 

aims on macrolevel cannot be realised to the fullest extent because the 

approach of teaching the Northern Sotho content is erroneous. In this 

regard Van der Stoep emphatically r emark : "The extend to which the 

totality of learning opportunities reflects the educational aims of educators 

is one of the most important problems, curriculum designers will have to 

solve" (1984:204). This expression is relevant to the teaching of Northern 

Sotho because designers of the Northern Sotho syllabuses have to ensure 

that the teaching of this subject at colleges of education is based on the 

principles of first language teachin g. 

As has been pointed out, the teaching of Northern Sotho at colleges of 

education is subjected to much criticism. The most important criticisms 

levelled against it are that it is abstract and even irrelevant if we take 

in to account the in struction al learn ing situations which the student 

teachers will eventually have to face. The Northern Sotho syllabuses are 

foreign in the sense that the learning content has been written in English. 

Since the Northern Sotho syllabuses are written in English, it means that 

the meanings and values contained wi th in th is subject are only partially 

exposed. The effect is that the student teacher's command of the learning 

con tent is inadeq uate because memorisation to a certain extent replaces 

in s ig ht and in the end the aim will merely be to pass an examination. In 

this regard the Northern Sotho student teacher's actual insight is 

therefore irrelevant. 

The problems mentioned in this chapter prevent teaching excellence that 

would benefit student teachers who are continually in search of knowledge 
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and clarity of the future which is not known to them. To minimise 

problems the Northern Sotho syllabuses have to consist of selected and 

ordered content of learning which provides a programme for teachin g in 

which there is " ... a functional relationship between aims, planned learning 

experiences, opportunities for actuali sation and evaluation " (Van der Stoe p 

and Louw, 1984:206). 

Attention has also been given to the strategies of teaching poetry , 

grammar and composition in Northern Sotho. These teaching strategies 

cannot, however, be regarded as the absolute answer to all problems 

encountered in the teaching of Northern Sotho at colleges of education . 

They could rather be viewed as finely worked out detail which can enrich 

the terrain of teaching and learning the Northern Sotho language. 

In the next chapter attention will be given to practical work involving 

questionnaires and investigative interviews. 
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CHAPTER FOUR 

E MP I RICAL RESEARCH 

4.1 I NT RODUCTION 

The arguments in the previous chapters sup port the hypothesis t hat has 

been formulated and stated in chapter one, namely, that the teaching of 

Northern Sotho and the learning styles of Northe rn Sotho student teachers 

at colleges of education do not meet the requireme nts of a didac tically 

accountable Northern Sotho subject didactics. The implication is that 

numerous problems are encountered in the teaching a nd learning situations 

at colleges of education. 

The main concern of this chapter is to establis h whether the empi rical 

investigation will also support the hypothesis of th is study. Knowledge 

of this will ma ke it possi ble for the r esearche r to draw up conclusions and 

make recomme ndations in an at tem pt to ensure that Northern Sotho is 

taught effectively at colleges of ed ucation. 

The interview guide has been used to clas s ify and organise the information 

obtained from t he in terviewees. Questionn ai res have also been used to 

systematise and class ify the information obtained f rom Northern Sotho 

lecturers and stu dent teachers. The ques tions t hat have been used 

represent the essences of the Northern Sotho teachi ng and learning 

situations at colleges of education. The research methods were discussed 

in chapter one. The interview and questionnai re methods a r e briefly 

discussed again to indicate how the research was conducted. The 

problems encountered during em pirical research are fi rst discussed . 

4.2 PROBLEMS ENCOUNTERED DURING EMPIRICAL RESEARCH 

Lebowa is a vast area in which colleges of edu cation are scattered. The 

implication is that the researcher was faced wi t h the problem of travelling 

many kilometres from one college to another. 
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The other problem was that two Rectors mentioned that t hey were not 

in formed of the researc her 's v i si t t o t hei r colleges and consequen tly new 

arrangements had to be made. 

Although the purpose of the questionnaires was ex plained i n no unclear 

terms, it was d i fficult to have them compl eted . Several lecturers were 

suspi cious that the i nformation t hey provi de coul d be used to expose them. 

The research methods, namel y , the i nvesti gative i nterview and the 

questionnai res are discussed to i ndicate how r esearc h was conducted. 

4.3 I NTERVIEWS 

Behr (1 983:44) explai ns that the in terview "i s a direct method of obtai ni ng 

i nformation in a f ace-to-face situation." I n li ne wi t h t hi s Mashi le (1991 :48) 

exp r esses the opinion that an in terview i s a special case of social 

in teraction between two persons. It i s concerned wi t h the collecti on of 

data through direct verbal interaction between t he i nterviewer and the 

respon dents. In order to preserve i nformation collected in the interview 

the met hods of note-taking and tape-recordi ng were used. 

Bernard (1988:204) i ndicates that there are sev er al kinds of interviews that 

can be used such as the unstructured interview, semi structured intervi ews 

and the structured interviews. The semi structu red i nterview as a method 

of obtai ni ng i nformation was used i n this study. 

The techni q ue of probi ng was used to enable respondents to answer 

certai n questions fully. When the respon dents could not understand 

questions or statements clearly, the r esearcher provi ded the necessary 

explanation. The nature of the interviews conducted i s now discussed. 

4.3.1 Nature of t he i n terviews 

Bernard (1988:204) maintains th at " in si t uations i n whi ch you won 't get 

more than one chance to interview someone, semi structured interviewing 

i s best." It is for this reason t hat in th i s study the semistructured 

i nterview was used when interviewin g educator s, i nspectors, subject 
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advisors, Rectors of colleges of education and members of the Northern 

Sotho Language Board. 

The interviewer started each interview session with the creation of a 

situation in which the subject felt relaxed. The interviewer created a 

friendly situation by introducing himself and by showing immense interest 

in the life situation of the subject. Each subject was given the guarantee 

that the data collected will be used for research purposes only. This 

guarantee made the subjects feel more relaxed than before. 

Interviewing was based on the use of an interview guide. This was a 

written list of questions and topics that had been drawn from the 

arguments in chapters one, two and three. The advantage of the written 

guide was that it demonstrated that the interviewer was prepared for 

i nterview sessions and that he was in full control of what he wanted from 

each interview. 

Data were collected through note-takin g because the respondents were not 

in favour of prefer the use of a tape recorder. This was to the advantage 

of the interviewer because the method of taking notes facilitates data 

analysis, since the information is readily accessible and much of it has 

already been classified into the appropriate response categories by the 

in terviewer. Owing to the fact that the respondents' answers were 

record ed besi de the appropriate questions on the interview guide, it was 

not difficult for the interviewer to go through the guides, processing all 

the data for each question separately i n a relatively short period of time. 

It became evident that the note-taking method had its own shortcomings. 

The taking of notes duri ng an interview was time-consuming and at certain 

times it affected the flow of information between the interviewer and the 

r espondent . 

4.3.2 Content analysis of the interview guide 

The interview guide included questions and statements that formed the 

basis of the discussions. The questions covered problems encountered in 
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the teaching and learning of Northern Sotho at colleges of education. The 

questions used in the interviews were as follows: 

Do you regard the lack of a didactic theory for the teaching of 

Northern Sotho as a major problem? 

Northern Sotho syllabuses for colleges of education have been 

written in English. Are you satisfied with this arrangement? 

Does the lack of sufficient method textbooks have an effect on the 

training of teachers? 

Do you regard an appointment of a Northern Sotho subject advisor 

as important? 

The prescribed period of training for the Secondary Teachers' 

Diploma is three years. Are you satisfied with this period? 

4.3.3 Analysis and interpretation of the information obtained from 

interviews 

The respondents that have been selected were Rectors of colleges of 

education, educators, subject advisors, inspectors of education and 

members of the Northern Sotho Language Board. 

The question of a didactic theory as an aspect of a teaching trainin g 

programme was discussed with nine respondents at different places, 

situations and times. Each interview session started with the following 

question: Can the lack of a didactic theory for the teaching of Northern 

Sotho be regarded as an important problem? 

87,5 percent of the respondents were positive to this question. 12,5 

percent responded negatively and argued that what is important is 

teaching effectiveness and not necessarily a thorough knowledge of 

didactic theory. This standpoint cannot be accepted. A didactic theory 

is important in teaching because it provides the lecturer with direction. 

Therefore, the lack of a didactic theory creates a problem. 
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100 percent of the respondents agreed with t he opinion that Northern 

Sotho syllabuses for colleges of education pose a problem because they 

have been written in English. It was evident from the i nterviews that 

Northern Sotho syllabuses should be written in Northern Sotho. The fact 

that Northern Sotho syllabuses have been written i n Engli sh contri butes 

to ineffective teaching because lecturers have t o be engaged in trans

lations before actual teaching can take place. 

All respondents expressed the opinion that Northern Sotho should have i ts 

own syllabus. They mentioned that the same thi ng should apply to other 

African Languages that are taught at colleges of educati on. I n thi s 

manner the peculiarity of each language would be respected . 

The lack of sufficient method textbooks that are based on the syllabuses 

was regarded as a problem by all the respondents. In their opi nion more 

method textbooks should be written to enhance the quality of traini ng 

Northern Sotho teache r s. 

The r espondents wer e also as ked the followin g question: Do you regard 

an appointment of a Nor t hern Sotho s ub j ect advi sor as a necessary step 

that coul d hel p in the standardi sation and en hancement of the Northern 

Sotho langauge? 100 percen t of the r espondents regarded the appoi nt

ment of such an official as long overd ue. 

55 percent of the respondents suggested t hat duties and functions to be 

attached to the office of the subj ect ad vi sor coul d be as follows: 

• To act as chairman of the Norther n Sotho Language Board. 

• To study and recommend r evi sion of the Northern Sotho syllabuses 

at colleges of education and at school. 

• To give direction to Northern Sot ho l ec t u rers and teachers in all 

matters r el ating to first lang uage stud y . 

• To organise an d run courses in Northern Sotho. 
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• To work in close co-operation with the Department of Education an d 

Training in the enhancement of the Northern Sotho language. 

• To establish a Northern Sotho subject committee which could cater 

for the interests of Northern Sotho in all standards and colleges of 

education in Lebowa. 

• To formulate the subject policy. 

• To recommend the appointment of assistant language specialists. 

The statement that follows formed the basis of the discussions with 

respondents: The prescribed period of training for the Secondary 

Teachers ' Diploma i s three years. This means that the Secondary 

Teachers ' Diploma student teachers who do Northern Sotho are trained for 

the period of three y ears. The respondents were asked whether they 

were satisfied with the duration of training. 

66,7 percent of the respondents were of the opinion that in order to train 

a Northern Sotho teacher who is efficient, it i s i mportant that the training 

period should be extended to four years. This opinion is almost in line 

with Lou w's (1971 :286) view: " Most pedagogues agree that the minimum 

training period for secondary school teachers must be five years. 

Actually, a six-year training period is even more sought after in terms of 

the fact that the pedagogic sciences and subject sciences have increased 

contextually to such an extent that the mastering of either, necessarily 

implies an extended period of study. " 

33,3 percent of the respondents expressed the opinion that the period of 

three years for the training of teachers is sufficient. The writer agreed 

with 66,7 per cent of the respondents that t he training could be extended 

to four years. Attention is now given to questionnaires. 

4.4 QUESTIONNAIRES 

Questionnaires were drawn up with the objective being to undertake a 

survey of the problems encountered in the teaching and learning of 

Northern Sotho at colleges of education in Lebowa. 
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In order to attain the objective mentioned in the foregoin g par ag raph two 

kinds of questionnaires were drawn up. The firs t had to be completed by 

Northern Sotho college lecturers and the secon d one was completed by 

Northern Sotho student teachers at Lebowa colleges of ed ucation . 

The information obtained from questionnaires enabled t he r esearcher to 

have an understanding of how the teaching and learni ng of No r ther n Sotho 

took place at colleges of education. It is con s ide red essent ial to d isc uss 

the nature of the questionnaires that were used. 

4.4.1 Nature of the questionnaires 

The questionnaires used in this study were divided into t he re sections. 

Section A required biographical in formation and section B was concerned 

with questions based on the didactic theory. Section C was aimed at 

acquiring in formation concerning problems and strategies of teaching an d 

learning Northern Sotho at colleges of education. 

Before the final forms of the questionn aires we re prepared, pilot studies 

were done in order to validate their practical usefulness. The pilot 

studies were conducted to determine if th e ite ms coul d actually yield t he 

kind of information required. Conseq uen tly ce r tain questions were 

revised, unclear and ambiguous items deleted a nd more relevant ones 

added. The sample for the pretest was s elected f rom the same population 

that had to complete the final questionnaires . Two Nort hern Sotho student 

teachers and one Northern Sotho lecturer partici pated in the pilot study. 

Th e final questionnaires consisted of questions a nd statements on 

biographical information, didactic theory a nd its consequences such as 

didactic categories which descri be the phe nomenon of teaching , didacti c 

cri teria which evaluate teachin g, did actic princi ples which direct the 

activity of teaching, syllabuses, textbooks , attitude, approach , 

standardisation, teaching practice , microteaching , teaching aids, teaching 

strategies and evaluation. 
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4.4.2 Admi nistration of the questionnaires 

The researcher ap plied for permission to con duct r esearch at colleges of 

education in Le bowa. Permission was given b y the Lebowa Department of 

Education an d Culture. The researche r the n ar ranged with Rectors of 

colleges of ed ucation for t he completion of questionnaires. The 

questionnaires we re explained to the Northe rn Sotho lecturers who i n turn 

had to admini ster them to No rthern Sotho stu dent teacher. Two letters of 

explan ation, one directed to Northern Sotho lecturers and the other one 

to student teachers, accompanied the questionnai res. These questionnaires 

were completed by thi rty Northern Sotho lecturers and eighty student 

teachers. 

4.4.3 Presentation and interpretation of data obtained from the question

nai r e s completed b y Northern Sotho lectu rers 

SECTION A 

BIOGRAPHICAL INFORMATION 

Item 1.1 

The questionn aire r e vealed that 1 percent of the respondents were 

Departme ntal Heads, 13 perce nt were senior lecturers and 86 percent were 

lec tu rers. 

Northern Sotho lecturers 
post levels Percentage 

Depart me ntal Head s 1,0 

Senior Lecturers 13,0 

Lecturers 86,0 

Total 100,0 

Table 4.1: Post levels held by Northern Sotho lecturers 
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Item 1.2 

According to the responses to the questionnaire 95,3 percent of the 

respondents use Northern Sotho as their home l anguage, 2,3 percent use 

Tswana and 2,3 percent use South Sotho. Thi s is commendable because it 

makes it possible for the teaching of Northern Sotho to be done in an 

effective way. The first language approach can be i mplemented without 

much difficulty. Those whose home language is not Northern Sotho will 

have to work hard to cope up with the demands of Northern Sotho. 

Northern Sotho 
95,3% 

Figure 4.1: Home language 

Item 1.3 

Tswana 
2,3% 

South Sotho 
2,3% 

This item illustrates that 67 percent of the Northern Sotho lecturers have 

passed Northern Sotho at third year level at uni versity. 33 percent have 

completed honours degrees in Northern Sotho. 

The implicatioo is that all Northern Sotho lecturers at colleges of education 

have chosen Northern Sotho as one of their major subjects at university. 

It is, however, essential for them to strive for the attainment of Master 's 

and Doctor's degrees in Northern Sotho. 

Item 1.4 

Data for this item shows that 33,3 percent of the Northern Sotho lecturers 
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obtained their teachers' diplomas at colleges of education, 26,7 percent 

obtained their teachers' diplomas at university, 33,3 percent have passed 

Bachelor of Education degrees and 6,7 percent hold the Primary Teachers ' 

Course/ Certificate obtained at teachers' training colleges which are no 

longer in existence. 

Figure 4.2: 

B.Ed. 
33,3% 

Professional qualifications 

Other 
6,7% 

College diploma 
33,3% 

Figure 4.2 indicates that 6,7 percent of the Northern Sotho lecturers hold 

the Primary Teachers' Course certificates. It is the responsibility of 

Rectors of colleges of education and the Department of Education and 

Culture to encourage these lecturers to improve their professional 

qualifications. 

Item 1.5 

The questionnaire revealed that 33,3 percent of the lecturers have been 

teaching Northern Sotho at a college of education for 1 to 2 years, 46,7 

percent for 3 to 4 years, 13,3 percent for 5 to 6 years and 6,7 percent for 

9 to 10 years. 
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Teaching experience Percentage 

1 - 2 years 33,3 

3 - 4 years 46,7 

5 - 6 years 13,3 

9 - 10 years 6,7 

Total 100,0 

Table 4.2: Teaching experience 

It is noted from table 4.2 that there are lecturers with 1 - 2 years 

teaching experience at colleges of education. Too much is expected of 

these lecturers because they must teach student teachers how to teach 

while they have just started teaching. Where possible only teachers with 

five or more years of teaching experience should be allowed to teach at 

colleges of education. 

Item 1.6 

40 percent of Northern Sotho lecturers teach first year and second year 

student teachers, 30 percent of the lecturers teach second year and third 

year student teachers and 30 percent of the lecturers teach third year 

student teachers. 

Northern Sotho lecturers who teach first, 
second and third year student teachers Percentage 

First and second year of study 40,0 

Second and third year of study 40,0 

Third year of study 30,0 

Total 100,0 

Table 4.3: Percentages of Northern Sotho lecturers who teach the first, 
second and third year student teachers 

Where possible lecturers should be given the opportunity to specialise in 

the teaching of student teachers in a particular year of study. This 
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means that a lecturer should be allowed to teach s tu den t teache r s in a 

specific year of study for a number of years. 

Ite m 1.7 

93,3 percent considered themse lves as havin g r eceived trai ning in Northern 

Sotho which is suitable for the classes they were teachi ng. 6,7 percent 

of the lecturers stated that they were not well qualified to teach the 

classes they had been asked to teach. This state of affai rs creates a 

problem because unsuitably qualified lectu re r s often teach without 

confidence, resulting in ineffective learning on t he part of the studen t 

teacher. 

Item 1.8 

86,7 percent indicated that they were proud to be associated with the 

teaching of Northern Sotho. 13,3 perce nt were not really proud of it. 

Lecturers who are not prou d of bein g associated with Northern Sotho 

cannot expose the subject matte r for the student teachers effectively. 

Item 1.9 

According to the questionnaires 60 pe rce nt of the lecturers had never 

married, 33 percent were married and 5 percent were separated and 2 

percent were widowed . 

Marital Status Percentage 

Never married 60,0 

Married 33,0 

Separated 5,0 

Widowed 2,0 

Total 100,0 

Table 4.4: Marital Status 
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Information on marital status was required to be able to know the extent 

of the influence of the home background on the teaching of Northern 

Sotho. 

Item 1.10 

7 pe rcent stated that they were males and 93 percent indicated that they 

were females. It becomes evident from t he statistics that Northern Sotho 

is favoured by females as compared to males at colleges of education. 

SECTION B 

DIDACTIC THEORY 

Item 2.1 

86 percent of the Northern Sotho lecturers regarded the lack of didactic 

theory for the teaching of Northern Sotho as a major problem. 14 percent 

in dicated that they were uncertain. The fact that they indicated that they 

were uncertain proves that they actually do not know the importance of 

a didactic theory . 

Item 2.2 

80 percent of the respondents agreed that knowledge of the relationship 

between education and teaching is essential in the teaching of Northern 

Sotho. 13,3 percent i ndicated that knowledge of the relationship between 

education and teaching is not important. 6,7 percent of the lecturers were 

uncertain. Perhaps the reason for thei r uncertainty is that the didactic 

theory is not included in the syllabuses for African Languages at colleges 

of education. 
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Item 2.3 

Yes 
80% 
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Relationship between education and teaching 

Un certain 
6,7% 

No 
13,3% 

100 percent of the respondents mentioned t hat t he lecturer who knows 

didactic categories can describe the teaching situa tion a nd conseq ue ntly 

present lessons in an organised way. 

Item 2.4 

This item reveals that all respondents concur tha t the lecturer who is 

conversant with didactic criteria can evaluate the teachin g s ituatio n a nd 

teach in such a way that the student teacher will understand . 

Item 2.5 

The responses to the questionnaire indicates that 6 percent of the 

respondents regarded the learning content as very diffic ult . 94 percent 

agreed that the learning content is suitable. Those who mentioned that 

the learning content was very difficult are possi bly lecturers with one or 

two years of teaching experience. In order to help them, they should be 

encouraged to discuss the proble matic sections of the syllabuses with 

colleagues, senior lecturers and departmen tal heads. 
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Item 2.6 

This item showed that 87 percent of the respondents concur that when 

they prepare for a didactic situation they ensure that the teaching for m 

that they select is in harmony with the learning content. 13 percent 

indicated that they do not always ensure that the form is in harmony with 

the content to be exposed. The implication is that the lecturers concerned 

do not always prepare themselves thoroughly for the didactic situation . 

In this regard a problem is created because it will not be possible for the 

Northern Sotho lecturer to place the learnin g content within the grasp of 

the student teacher. 

Item 2.7 

The responses to the questionnaire in dicates that 80 percent of the 

respondents are guided by didactic principles in their everyday teaching. 

20 percent were not guided by didactic principles were not used as 

guidelines. 

Item 2.8 

The didactic model was regarded as essential for effective teaching and 

learning by 73,3 percent of the respondents. 26,7 did not regard the 

teaching model as important. It should be noted that the didactic model 

gives di rection and guidelines to lecturers. It means the didactic model 

enables the lecturer to teach effectively. 

SECTION C 

TEACHING PROBLEMS AND STRATEGIES 

3. SYLLABUSES 

Item 3.1 

According to the responses to the questionnaire 67 percent of the 

respondents indicated that the syllabuses offer sufficient challenge to 

student teachers. 13 percent mentioned that the syllabuses did not offer 

sufficient challenge to student teachers. 20 percent were unable to ex

press an opinion. Those who could not express an opinion were admitted

ly those who were not conversant with the content of the syllabuses. 
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Item 3.2 

For 86,7 percent of the respondents, the syllab uses were not too easy for 

student teache rs. 13,3 percent were unable to express an opinio n and t he 

implication is that they were not famili ar with the content of the 

syllabuses. In this manner teaching ca nnot be effective. 

Item 3.3 

86 per cent of the respondents did not regard the syllabuses as too 

difficult. 14 percent were unable to express an opinion. 

Ite m 3.4 

This item reveal that 6,0 percent of the respondents were satisfied with 

the fact that Northern Sotho syllabuses are been wri tten in English. 87,3 

percent were not satisfied while 6,7 percent co uld not express an opinion . 

Northern Sotho syllabuses have to be written in Northern Sotho. 

Item 3.5 

The translation of En glish concep t s in to Northern Sotho was found to be 

easy by 6 pe r cen t of the r espon dents. 88 percent of the res pondents 

found the transl ation not easy whil e 6 pe rcent could not express an 

opinion. It is not proper for a North e rn Sot ho lecturer to be engaged in 

the translation of En gli s h concept s an d ideas before teaching can start. 

Item 3.6 

26,7 percent of the responden ts we re sati s fi ed wi th common syllabuses 

which were used for all African Lan g uages taug h t at colleges of education. 

73,3 percent of t he res po nden ts were not sati s fi ed . Since every langauge 

is unique it is essential that th e re should be a separate syllabus for every 

African Language. In this way the unique ness of each language would be 

acknowledged. 

Item 3.7 

20 percent of the respondents concur that when the subject matter is 

repeated in consecuti ve years s t udent teache r s lose interest. 73,3 percent 

do not agree and 6, 7 per cent were un able to express an opinion. The 



- 140 -

subject matter should not be repeated to avoid boredom on the part of 

student teachers. 

Item 3.8 

11 lecturers emphasised that the syll abuses should be written in Northern 

Sotho. 

4. TEXTBOOKS 

Item 4.1 

All the respondents in dicated that there is great shortage of Northern 

Sotho method textbooks. The shortage creates a problem because effective 

teaching cannot take place without sufficient reference materials. 

Item 4.2 

Responses indicate that 100 percent of the respondents agreed that the 

textbooks which they used were not based on the present syllabuses. 

This state of affairs makes teaching and learning very difficult. It means 

the Northern Sotho lecturers have to compile notes which will be in line 

with the syllabuses. 

Item 4.3 

The respondents all concurred that not all student teachers possess the 

prescribed textbooks and set-works. Those who do not have all the 

necessary books have to either depend on the lecturers' notes or they 

have to make their own notes. 

Item 4.4 

92,9 percent of the respondents were of the opinion that it is important 

that colleges of education should be involved in the choice of set-works 

for student teachers. 7,1 percent were not in favour of the fact that 

colleges should be involved in the choice of set-works for student 

teachers. If colleges of education could be in volved, the lecturers' 

interest in the teaching of set-works would be increased. 
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Item 4.5 

This item reveal that 30,8 percent of the respondents prefer that Northern 

Sotho lecturers should be in volved in the choice of set-works. 69,2 

percent indicated that both the Northern Sotho lecturers and departmental 

heads should be involved in the choice of set-works. 

Item 4.6 

The responses indicated that the method textbook that was popular at 

colleges of education was the one entitled: "Ithute go ruta Sesotho sa 

Lebowa" written by Mphahlele, Ramushu and Legodi. 

5. ATTITUDE 

Item 5.1 

20 percent of respondents indicated in the questionnaires that they would 

like to teach Northern Sotho for the rest of their careers as teachers. 80 

percent indicated that they will not teach Northern Sotho until at the 

retirement age. This clearly indicates that the majority of the Northern 

Sotho lecturers teach Northern Sotho because they have been forced by 

circumstances. 

Item 5.2 

The responses reveal that 33,3 percent of the respondents indicated that 

they sometimes arrange or help in the arrangement of educational 

excursions for the Northern Sotho student teachers. 66,7 percent 

in dicated that they have never been concerned with educational excursions 

for Northern Sotho student teachers. This clearly shows lack of interest 

in matters related to Northern Sotho. 

Item 5.3 

13,3 percent of the respondents agreed that the general attitude of the 

other lecturers at colleges of education towards Northern Sotho is positive. 

66,7 percent of the respondents regarded the attitude as negative while 

20 percent could not express an opinion. The majority of the respondents 

regard other lecturers as having a negative attitude. The table that 

follow illustrates this fact. 
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Attitude towards Northern Sotho Pe rcent age 

Positive attitude 13,3 

Negative attitude 66,7 

Unable to express an opinion 20,0 

Total 100,0 

Table 4.5: Attitude towards Nort hern Sotho 

Item 5.4 

The responses revealed that 40 percent of the respondents conc urred t hat 

Northern Sotho and Physical Science were of equal importance a t colleges 

of education or in life generally. For 46,7 percent Northe rn Sotho and 

Physical Science were not of equal importance and 13,3 coul d not express 

an opinion. Thus it is evident that the majority of the responden t s 

relegated Northern Sotho to an inferior position. 

Fig ure 4.4: 

Yes 
40% 

No 
46,7% 

Uncert ain 
13,3% 

Comparison between Northern Sotho and Physical Science 
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Item 5.5 

40 percent of the respondents agreed that they sometimes arrange dramas, 

debates and traditional dances for student teachers to enable them to have 

an increased interest in Northern Sotho. 60 percent indicated that they 

never arranged dramas, debates and traditional dances. This means that 

the majority of the respondents did not assist the student teachers to 

increase their interest in Northern Sotho. 

6. APPROACH 

Item 6.1 

It was found that 93,3 percent of the respondents always use Northern 

Sotho as a medium of teaching. 6,7 percent do not always use Northern 

Sotho when they teach Northern Sotho. It is a well established fact that 

for teaching to be effective Northern Sotho must be taught through the 

medium of Northern Sotho. 

Item 6.2 

The responses revealed that 94 percent of the respondents agreed that 

they used English or Afrikaans to clarify certain concepts which are found 

in the syllabuses. 6 percent denied that they sometimes use English or 

Afrikaans in class. It is, therefore, evident that a second or a third 

l anguage approach was used. 

Item 6.3 

It was indicated in the responses to the questionnaires that 60 percent of 

the respondents agreed that student teachers receive enough guidance 

with regard to various teaching methods. 26,7 percent indicated that 

student teachers do not receive enough guidance with regard to teaching 

methods and 13,3 percent could not express an opinion. Student teachers 

should receive proper guidance with regard to teaching methods to enable 

them to become efficient Northern Sotho teachers. 

Item 6.4 

53,3 percent of the respondents concurred that student teachers receive 
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adequate guidance to enable them to interpret syllabuses. 33,3 percent 

did not agree and 13,4 percent could not express an opinion. Student 

teachers should be able to interpret syllabuses in order to expose the 

learning content meaningfully. 

Yes 
53,3% 

Figu re 4.5: 

Ite m 6.5 

Interpretation of syllabuses 

Uncertain 
13,4% 

No 
33,3% 

It was found that 80 percent of the respondents were of th e opinion th a t 

the student teacher's guidance at the college equipped him to be able to 

compile a scheme of work. 6 percent did not agree and 14 pe rcent were 

unable to express an opinion. The student teachers must know how to 

compile a scheme of work to save them from embarrassment whe n they 

start to teach. 

Item 6.6 

66,7 percent of the respondents were of the opinion that stude nt t eache r s 

should start receiving guidance in methodology as from the firs t year of 

study, 20 percent indicated that it should be from the se cond year of 

study while 13,3 felt that guidance in methodology shoul d start d urin g the 

third year of study. The opinion that guidance in me thodology s hould 

start during the first year of study is endorsed. 
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7. STANDARDISATION 

Item 7.1 

It was found that 94 percent of the respondents indicated that there are 

student teachers who use unstandardised language at their colleges of 

education and 6 percent did not agree. Student teachers use 

unstandardised language because there are many dialects in the Northern 

Sotho language. 

Item 7.2 and 7.3 

All respondents indicated that they advise student teachers to read as 

many books as possible to get used to the standard language. 

Item 7.4 

Responses to questionnaires revealed that 33,3 percent of the respondents 

give student teachers assignments that will compel them to use Northern 

Sotho Terminology and Orthography Number 4 once or twice per year, 20 

percent more than twice and 46,7 usually do not give them such assign

ments. To help in the standardisation of student teachers' language, it is 

important for Northern Sotho lecturers to make regular use of the 

Northern Sotho Terminology and Orthography Number 4. 

8. TEACHING PRACTICE 

Item 8.1 

All the respondents indicated that the system of student teaching practice 

in terms of which pupils are brought to the college occurs in relatively 

unreal circumstances. This is true because usually only a few pupils are 

brought to the college. 

Item 8.2 

Respondents were expected to give viewpoints with regard to the following 

statement: 

During teaching practice period, student teachers do not have the 

opportunity of learning to handle the demands made upon a teacher during 

a normal school day. 
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This statement was regarded by 40 percent of the respondents as very 

important, 33,3 as fairly important, 13,4 as of little im portance and 13,3 as 

unimportant. The student teachers do not have the opportunity of 

learning about all the demands made upon a teacher because the teaching 

practice period is sho rt. 

Item 8.3 

Respondents had to give their viewpoints in connection with the statement 

that follows: 

The period allowed for teaching practice is too short to orientate student 

teac hers adequately in res pect of the didactic s ituation they will have to 

face when they teach on a full-time basis. 

33,3 percent of the responde nts regarded the statement as very important, 

26,7 as fairly important, 20 percent as of little im portance and 20 percent 

as unimportant. Teachin g practice periods are short. The student teacher 

needs more time to be able to learn how to initiate and control the 

teaching situation properly. 

Item 8.4 

73,3 percent of the respondents in dicated that they were in favour of a 

longer teaching practice period and 26,7 percent were not in favour of it. 

A longer teaching practice period will enable student teachers to learn 

more about the didactic situation. 

Item 8.5 

The majority of the respondents, namely, 44,5 percent recommended that 

the longer period of teachin g practice be implemented at the beginning of 

the third term of the first year of study. 22,4 percent of the respondents 

recommend the beginning of the first term of the second year of study, 

11,1 percent recommended the beginning of the second term of the second 

year of study as the time for i t to be implemented and 22 percent of the 

respondents recommend that the longer teaching practice period should 

start at the beginning of the third term of the second year of study. 
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Item 8.6 

Northern Sotho lecturers had to respond to the following statement: 

In many cases valuable time is "wasted" because work that the student 

teachers taught must be re-taught when they leave. 

66,7 percent of the respondents regarded the statement as very important, 

20 percent regarded it as fairly important and 13,3 percent regarded it as 

of little importance. 

The fact that the learning content has to be taught again after the 

departure of student teachers, creates a problem for school teachers. 

Item 8.7 

The statement that pupils generally do not have much respect for student 

teachers because they are seen as students and not as future teachers. 

was regarded as very important by 46,7 percent of the respondents; as 

fairly important by 33,3 percent of the respondents; as of little importance 

by 13,3 percent and as unimportant by 6,7 percent of the respondents. 

The writer concurs with the majority of the respondents on this item. 

Item 8.8 

The statement that student teachers do not receive proper guidance 

duri ng the teaching practice period was regarded as very important by 

80 percent of the respondents and as fairly important by 20 percent of 

the respondents. During the teaching period student teachers have to 

prepare teaching aids and lessons. Therefore, there i·s very little or no 

time to guide them. 

Item 8.9 

In the questionnaire there was a statement that student teachers were 

sometimes made to feel unwelcome at schools and were often treated as 

intruders. This statement was regarded as very important by 26,7 percent 

of the respondents, 47,3 percent of the respondents regarded it as fairly 

important and 26 percent of the respondents regarded it as of little 

importance. It is generally accepted that student teachers feel unwelcome 

at schools during teaching practice period. 
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9. MICROTEACHING 

Item 9.1 

33,3 percent of the respondents indicated that they have sufficient 

equipment to implement microteaching programmes while 66,7 percent 

indicated that they did not have enough sufficient equipment. Each 

college should have sufficient equipment to be able to implement 

microteaching programmes fully. 

Item 9.2 

20 percent of the respondents indicated that they have enough rooms that 

were suitable for microteaching practice and 80 percent showed that rooms 

for microteaching at their colleges were neither sufficient nor suitable. 

Suitable and enough microteaching rooms are necessary for each college 

of education. 

Figure 4.6: 

Item 9.3 

No 
80% 

Yes 
20% 

Sufficiency and suitability of microteaching rooms 

According to the responses to the questionnaires, 100 percent of the 

respondents agreed that they have access to a sufficient number of pupils 

for use during microteaching settings. 
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Item 9.4 

100 percent of the respondents indicated on the questionnaire that they 

did not have the technical staff to maintain and set up microteaching 

equipment. It is important for each college to have an adequate number 

of technical staff. 

Item 9.5 

The responses reveal that 20 percent of the colleges of education make 

sufficient time available for the full use of microteaching while 80 percent 

do not do so. Enough time should be made available for micro-teaching 

at each college of education. 

Item 9.6 

100 percent of the respondents agreed that huge numbers of student 

teachers create a problem during microteaching periods. 

Item 9.7 

It was found that 13,3 percent of the respondents indicated that they had 

enough and suitable microteaching reference materials while 86,7 percent 

did not have enough reference material for microteaching. 

10. TEACHING AIDS 

Item 10.1 

86,7 percent of the respondents indicated that teaching aids are not freely 

available or too much organisation is required to obtain the available 

teaching aids, while 13,3 percent of the respondents did not experience 

problems regarding teaching aids. It is important that teaching aids 

should be freely available. 



Yes 
86,7% 
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Figure 4.7: Availabllity of teaching aids 

Item 10.2 

No 
13,3% 

46,7 percent of the respondents indicated that they were satisfied with the 

teaching aids that were available and 53,3 percent of them were not 

satisfied. Each college should ensure that there are sufficient teaching 

aids for use by lecturers. 

Item 10.3 

All the respondents indicated that they do not use teaching aids in every 

lesson while teaching. The use of teaching aids is essential because the 

learning content is simplified. 

Item 10.4 

40 percen t of the respondents have indicated that they effectively use the 

media centres at their colleges of education. This means that 60 percent 

of the respondents will not be able to guide student teachers with regard 

to sources that are available in the media centres because they rarely 

visit such centres. 
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11. STRATEGIES OF TEACHING 

Item 11.1 

The response revealed that 66,7 percent of the respondents sometimes use 

the strategy of teaching according to an accountable didactic theory while 

33,3 percent have never used this teaching strategy and the main reason 

is that the didactic theory has not been included in the syllabuses. 

Item 11.2 

80 percent of the respondents indicated that they always use the strategy 

of teaching according to aims and objectives. 20 percent indicated that 

they sometimes use this strategy. Aims and objecti ves give direction to -

both Northern Sotho lecturers and student teachers a nd, therefore, every 

lesson should be aim-directed. 

Item 11.3 

Analysis of the data indicated that 73,3 of the respondents always use the 

strategy of integrating content and form and 26,7 percent sometimes 

integrate content and form. To enable student teachers to attach meaning 

to the learning content, the Northern Sotho lecturer has to integrate 

content and form. 

Item 11.4 

The strategy of teaching by example was always used by 26,7 percent of 

the respondents and 73,3 percent of them sometimes used this strategy 

during the period of the research. Teaching by example is important to 

enable the students to have insight into objects that cannot be brought 

into the classroolfl. 

Item 11.5 

The strategy of teaching by demonstration was always used by 6, 7 percent 

of the respondents, 86 percent sometimes used this strategy and 7,3 

percent never used the demonstration strategy during the research period. 

During demonstration lessons the Northern Sotho lecturer transfers certain 
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skills and capabilities or knowledge to the student teacher so that the 

latter can master these through observation of a series of actions. 

Therefore every Northern Sotho lecturer should use this strategy. 

Item 11.6 

The strategy of concept teaching was always used by 60 percent of the ' 

respondents and 40 percent of them sometimes made use of this strategy 

during the research period. Since in concept teaching clarity is 

emphasised, it is imperative that every Northern Sotho lecturer should use 

this strategy effectively. 

Item 11.7 

13,3 percent of the respondents always used the functional-inductive 

approach while 86,7 percent sometimes used this approach during the 

research period. It is essential that all Northern Sotho lecturers always 

have to use this approach when they teach because it ensures that 

student teachers understand the learning content. 

12. EVALUATION 

Item 12.1 

The responses to the questionnaires indicated that 13,3 percent of the 

respondents give written work to student teachers once per fortnight, 80 

percent give written work once per month and 6, 7 percent give written 

once per quarter. Written assignments gives student teachers the 

opportunity to prepare for the end of the year examination. Therefore it 

should be given at short intervals and be marked. 

Item 12.2 

60 percent of the respondents indicated that they tested student teachers 

regularly and 40 percent agreed that their testing was irregular. Tests 

should be given regularly to keep student teachers informed of the 

progress they are making. 
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Item 12.3 

20 percent of the respondent returned written work to student teachers 

promptl y, 60 percent also returned written work promptly but not always 

and 20 percent did not return written work to student teachers promptly. 

Student teachers are motivated to study further if thei r written work is 

returned to them as soon as possible. 

Written work Percentage 

Retu rn work promptly 20,0 

Sometimes return work promptly 60,0 

Do not return work promptly 20,0 

Total 100,0 

Table 4.6: Returning of written work to student teachers 

Item 12.4 

The general mistakes made by student teachers were discussed in class by 

50 percent of the respondents. 50 percent did not discuss student 

teachers ' mi stakes in class during the period of research. It is essential 

to discuss general mistakes in class to avoid repetition of such mistakes 

in future. 

Item 13 

70 percent of the respondents recommended that: 

the syllabuses should be written in Northern Sotho 

Northern Sotho lecturers at colleges of education should teach 

Northern Sotho only and not other subjects as well. 

In the paragraphs that follow the i nformation obtained from the 

question naires completed by student teachers is presented and discussed. 
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4.4.4 Presentation and interpretation of data obtained from the question

naires completed by student teachers 

SECTION A 

BIOGRAPHICAL INFORMATION 

Item 1.1 

The data from the questionnaires indicated that 67,4 percent of the 

respondents had never married, 27,9 percent were married and 4,7 percent 

were separated. 

Marital Status Percentage 

Never married 67,4 

Married 27,9 

Separated 4,7 

Divorced 0,0 

Total 100,0 

Table 4.7: Marital status in respect of student teachers 

Student teachers' biographical information was required to have an idea 

of their home backgrounds. 

Item 1.2 

48,8 percent of the respondents were male student teachers and 51,2 

percent were females. The sex distribution among the respondents 

indicates that more females have enrolled for Northern Sotho than males. 

Item 1.3 

The home languages for 95 percent of the respondents was Northern Sotho, 

2,3 percent was Southern Sotho and 2,6 percent was Tswana. The 

respondents for whom Northern Sotho was not their home language had to 

work hard to be able to cope with the demands made by the Northern 

Sotho language. 
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Item 1.4 

Northern Sotho was widely spoken in the homes of 95,3 percent of the 

respondents, Tswana was widely spoken in the homes of 2,4 percent of the 

respondents and Southern Sotho in 2,3 percent of the respondents' homes. 

Item 1.5 

All the respondents indicated that the language which was predominantly 

spoken was Northern Sotho. 

Item 1.6 

The respondents who attended high school in urban areas were 14 percent 

and 86 percent attended high school in rural areas. 

Item 1.7 

All the respondents indicated that they attended public schools. 

Item 1.8 

39,5 percent of the respondents obtained seni or certificates, 2,3 percent 

obtained condition al exemption and 58,2 obtained full matriculation 

exemption. 

Matriculation Status Percentage 

Full matriculation exemption 58,2 

Conditional exemption 2,3 

Senior Certificate 39,5 

Total 100,0 

Table 4.8: Matriculation status in respect of student teachers 
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SECTION B 

DIDACTIC THEORY 

Item 2.1 

72,1 percent of the respondents indicated that the didactic categories are 

included in the syllabuses, 20,9 percent did not agree and 7 percent were 

uncertain. Those who were uncertain admittedly did not know what was 

meant by didactic categories . 

Item 2.2 

69,8 percent of the respondents indicated that the didactic criteria were 

found in the syllabus for education, 20,9 percent in dicated " no" while 9,3 

percent were uncertain. The conflicting viewpoints of the students 

illustrate that they were not familiar with the syllabus for education. 

Item 2.3 

The data gleaned revealed that 88,4 percent of the respondents indicated 

that didactic principles were found in the education syllabus and 11,6 

percent did not agree. 

Item 2.4 

100 percent of the respondents indicated that teaching methods were 

included in the education syllabus. This is an illustration of the fact that 

student teachers receive guidance in methodology. 

Item 2.5 

67,4 percent of the respondents were of the opinion that lecturers 

presented lessons in an organised way. 32,6 percent indicated that 

lecturers did not always present lessons in an organised manner. Student 

teachers understand lessons which are presented in an orderly and 

organised way. 
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Item 2.6 

In the opinion of 48,8 percent of the respondents, lecturers reduced the 

learning content to that which is important and absolutely essential, 34,9 

percent indicated that lecturers do not always reduce the content to its 

essentials and 16,3 percent responded negatively. The learning content 

that has been reduced to its essentials is normally understood by student 

teachers without much difficulty. 

No 
16,3% 

Figure 4.8: 

Item 2.7 

Reductions of learning content 

Not always 
34,9% 

Yes 
48,8% 

62,8 percent of the respondents indicated that lecturers explain the 

learning content so clearly that learning takes place and 37,2 mentioned 

that they did not always explain the subject matter clearly. The learning 

content should be explained in such a way that it will be absolutely clear 

to the student teacher. 

Item 2.8 

67,4 percent of the respondents are of the opinion that lecturers are not 

usually sympathetic towards student teachers 30,2 percent were not 

always sympathetic and 2,3 percent were never sympathetic. Lecture rs 
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should be sympathetic and always assist the student teachers in such a 

way that their spontaneous learning intentions are catered for. 

Yes 
67,4% 

No 
2,3% 

Not always 
30,2% 

Figure 4.9: Sympathy towards student teachers by Northern Sotho 

lecturers 

Item 2.9 

It has been discovered that 60,5 percent of the respondents were of the 

opinion that lecturers always adjust their tempo to the needs of the class. 

39,5 percent mentioned that in most cases lecturers adjust their tempo to 

student teachers' needs. It is essential that in his unlocking of Northern 

Sotho content the lecturer should progress at such a tempo that no 

student teacher will fall behind. 

SECTION C 

TEACHING PROBLEMS AND STRATEGIES 

3. SYLLABUSES 

Item 3.1 

Analysis of the responses to the questionnaires revealed that 44,2 percent 

of the respondents indicated that they regarded the Northern Sotho 
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learn ing content as easy. 55,8 percent did not perceive the learning 

content as easy. When the Northern Sotho lecturers expose its learning 

content as easy i n such a way that the student teachers experience it as 

meaningful. 

Item 3.2 

62,8 percent of the respondents indicated that the learning content offer 

them sufficient challenge while 37,2 percent indicated that the learning 

content was not always challenging. The learning content that challenges 

student teachers motivates them to work harder. 

Item 3.3 

It has been found that 9,3 percent of the respondents regarded the 

learnin g content as too difficult while 90,7 percent regarded it as suitable. 

4. TEXTBOOKS AND SET-WORKS 

Item 4.1 

Their responses revealed that the method textbook entitled "Ithute go ruta 

Sesotho sa Lebowa" written by Mphahlele, Ramushu and Legodi was popular 

among student teachers. 

Item 4.2 

37,2 percent of the respondents indicated that they had all the prescribed 

textbooks and 62,8 percent did not have them all. Student teachers 

without all the required reference material will not be able to cope 

adequately with the demands of Northern Sotho as a subject. 

Item 4.3 

44,2 percent of the respondents indicated that certain sections of the 

prescribed textbooks comply with the requirements of the syllabus. 37,2 

percent were uncertain and 18,6 percent indicated that prescribed 

textbooks did not comply with the requirements of the syllabus. Textbooks 

that comply with the requirements of the syllabus facilitate teaching and 

learning. 
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Item 4.4 

All the respondents indicated that the method and content textbooks were 

of a suitable standard. This means that the student teachers can attach 

meaning to the textbooks that were used. 

Ite m 4.5 

25,6 of the respondents had all the prescribed set-works and 74,4 percent 

did not have all set-works. Student teachers who do not have all the set

works will pass with difficulty. 

No 
74,7% 

Figure 4.10: 

5. ATTITUDE 

Ite m 5.1 

Set-works tor Northern Sotho 

Yes 
25,6% 

Respondents who enjoyed studying Northern Sotho were 93 percent and 

7 percent did not enjoy studying it. To be able to obtain high marks in 

orthern Sotho, student teachers should enjoy studying it. 

Item 5.2 

Respondents who were forced by circumstances to stu d y Northern Sotho 
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were 23,3 percent and 76,7 percent chose to regi ster for the subject. 

Student teachers who have the correct attitude towards Northern Sotho 

will derive maxi mum benefit form all Northern Sotho lessons. 

Item 5.3 

According to the responses to the questionnaires, 90,7 percent of the 

respondents i ndicated that they would choose Northern Sotho as one of 

their maj or subjects when studying for a degree and 9,3 percent answered 

negativel y. To be able to pursue Northern Sotho to the highest possible 

level , student teachers have to adopt a positive attitude towards the 

subject. 

Item 5.4 

93 percen t of the respondents indicated that they are interested in 

teachin g Northern Sotho after qualifying as teachers and 7 percent were 

not in terested . The student teacher should have an interest in Northern 

Sotho to be able to teach it efficiently. 

Item 5.5 

Those who expressed the opinion that Northern Sotho was a useful subject 

compri sed 93 percent of the respondents and 7 percent indicated that it 

was not useful. Northern Sotho as a language is useful because it is a 

vehi cl e of transmitting the Northern Sotho culture from one generation to 

another . 

Item 5.6 

27,9 percent of the respondents indicated that student teachers who 

studied p h ysi cal science were more important than those studying Northern 

Sotho and 72,1 percent did not agree. Student teachers who have a 

positive attitude towards Northern Sotho will always regard themselves 

just as i mportant as all the other students at the college. 

Item 5.7 

2,3 percent of the respondents indicated that educational excursions were 

arranged for Northern Sotho student teachers more than once per year, 
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39,6 percent indicated that educational excursions were arranged once per 

year while 58,1 percent indicated that educational excursions were never 

arranged for Northern Sotho student teachers. Educational excursions are 

important because student teachers are given the opportunity of 

perceiving objects which cannot be carried into the classroom. 

Figure 4.11: 

Item 5.8 

Never 
58,1% 

Educational excursions 

Once per year 
39,5% 

More than once 
per year 

2,3% 

It was found that 88,4 percent of the respondents had an interest in 

Northern Sotho dramas and traditional dances and 11,6 percent were not 

interested. Student teachers with a positive attitude towards Northern 

Sotho should have an interest in dramas and traditional dances. 

Item 5.9 

14 percent of the respondents indicated that some of the Northern Sotho 

periods were used by other lecturers to teach their subjects. On the 

oth er hand 86 percent indicated that Northern Sotho periods were used for 

the teach ing of Northern Sotho and the implication is that Northern Sotho 

was regarded to be as important as any other subject. 
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Item 5.10 

Analysis of the data from questionnaires reveal that 74,4 percent of the 

respondents indicated that other lecturers and their student teachers 

regard Northern Sotho as a simple subject and 25,6 did not agree. 

Therefore, it can be deduced that other lecturers and their student 

teachers do not have the correct attitude towards Northern Sotho. 

6. APPROACH 

Item 6.1 

79,1 percent of the respondents indicated that Northern Sotho lecturers 

used English or Afrikaans textbooks when teaching while 20,9 percent did 

not agree. The use of English or Afrikaans textbooks when teaching 

Northern Sotho implies the use of a second or third language approach. 

To employ the first language approach, lecturers should completely depend 

on first language sources. 

Yes 
79,1% 

No 
20,9% 

Fig ure 4.12: Approach of teaching Northern Sotho at colleges of ed ucation 
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Item 6.2 

Their replies i ndicated that 76,7 of the respondents were required to use 

English or Afrikaans textbooks when preparing for a test or examination. 

23,3 percent were using Northern Sotho sources only and this should be 

encouraged at all other Northern Sotho student teachers' colleges. 

7. STANDARDISATION 

Item 7.1 

It was found that 81,4 percent of the respondents had been given 

assignments that required them to use the Northern Sotho Terminology and 

Orthography number 4 while 18,6 indicated that they were never given 

such assignments. One way of standardizing student teachers' language 

is by referring them regularly to the Northern Sotho Terminology and 

Orthograph y number 4. 

Item 7.2 

76,7 percent of the respondents indicated that they were aware of the 

existence of "Northern Sotho Terminology and Orthography number 4" and 

23,3 percent were not aware of such a publication. Student teachers 

should be encouraged to use it. 

Item 7.3 

It was found that 65,1 percent of the respondents used the Northern Sotho 

dictionary written by D. Ziervogel and P.C. Mokgokong, 34,9 percent never 

used it. Student teachers have to use dictionaries for precise meanings 

of words. 

Item 7.4 

All the respondents indicated that Northern Sotho lecturers encouraged 

them to read many books to enable them to get to know the standard 

Northern Sotho. 
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8. TEACHING PRACTICE 

Item 8.1 

The respondents indicated that they usually received guidance with regard 

to the planning and preparation of lessons. 

Item 8.2 

90,7 percent of the respondents formulated objectives for every lesson. 

7 percent did not always formulate objectives for the practice lessons they 

taught and 2,3 percent never formulated objectives. It is essential to 

form ulate objecti ves because they give guidance and di rection. 

Formulation of objectives Percentage 

Student teachers who formulated objectives 90,7 

Student teachers who sometimes formulated objectives 7,0 

Student teachers who never formulated objectives 2,3 

Total 1 oo.o 

Table 4.9: Formulation of objectives by student teachers 

Item 8.3 

The number of respondents who explained concepts when teaching was 88,4 

percent and 11,6 percent did not always explain concepts when presenting 

practice lessons. The formulation of objectives is essential because 

objectives gi ve direction to both teachers and pupils. 

Item 8.4 

All respondents indicated that they allowed pupils to be fully involved in 

their Northern Sotho lessons. Effective learning takes place when the 

learner takes part in the didactic situation. 
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Item 8.5 

93 percent of the respon dents asked questions du rin g practice lessons 

they offered. 7 percent did not always ask questions. It is important for 

student teachers to ask questions to ensure that pupils progress with 

them in the lessons. 

Item 8.6 

Responses indicated that 81,4 percent of the r espondents wrote chalkboard 

summaries and 18,6 percent did not write such summaries. Chalkboard 

summari es should be written because they facilitate pupils understanding. 

Item 8.7 

67,4 percent of the respondents used teaching aids when teaching. 27,9 

percent did not always use teaching aids and 4, 7 percent never used 

teaching aids. Teachin g aids simplify the learning content and they 

should, therefore, always be used. 

Use of Teaching Aids Percentage 

Student teachers who always used teaching aids 67,4 

Student teachers who did not always use 

teaching aids 27,9 

Student teachers who never used teaching ai ds 4,7 

Total 100,0 

Table 4.1 0: The use of teaching aids by student teachers 

Item 8.8 

It was found that 81.4 percent of the respondents gave pupils the 

opportuni t y to apply what they have learned while 18,6 percent did not 

always give them such an opportunity. To ensure that pupils have 

understood the learning content they should be given the opportunity to 

apply their knowledge. 
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Item 8.9 

Analysis of data from questionnaires revealed that 72,1 percent of the 

respondents thought that the school teachers were satisfied with the 

methods they used when teaching pupils. 25,6 Indicated that teachers 

were not always satisfied while 2,3 percent indicated that teachers were 

never satisfied. In order to satisfy teachers the student teachers have 

to teach pupils in such a way that they can un derstand the learning 

content. 

Item 8.10 

69,8 percent of the respondents were of the opinion that pupils respected 

them just as much as they respected their teachers. 23,2 percent 

indicated that pupils did not always respect them and 7 percent mentioned 

that pupils never respected them. Effective learning cannot take place if 

pupils do not regard student teachers as future teachers. 

~ MICROTEACHING 

Item 9.1 

It was indicated in the responses that 41,9 percent of the respondents 

were of the opinion that there were sufficient rooms for microteaching 

practice and 58,1 percent indicated that there were not enough rooms for 

microteachin g. To be able to practice microteaching effectively the number 

of suitable rooms for microteaching has to be sufficient. 

Item 9.2 

For 55,8 percent of the respondents there is a sufficient amount of 

equipment for use during microteaching sessions. On the other hand 44,2 

percent of the respondents were of the opinion that the amount of 

microteaching equipment was not sufficient. To enable all student teachers 

to practice microteaching effectively the amount of microteaching equipment 

should be enough. 
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Item 9.3 

48,8 percent of the respondents were of the opinion th at there were a 

s ufficient and suitable number of refere nce mate rials fo r microteaching 

while 51,2 pe rcent indicated that the reference mate rials for microteaching 

were not enough and this limits the scope of refere nce for both lecturers 

an d student teachers. 

Item 9 .4 

According to the respondents 41,5 percent were involved in microteaching 

sessions once per week, 2,4 percent were involved in microteaching 

sessions once per fortn ight, 17,1 percent were involved in microteaching 

sessions once per month and 39 percent were involved only once per year 

in mic roteaching sessions. Regular microteaching p r actice gives student 

teachers the opportunity to master the teaching skills. 

Microteachi ng Sessions Percentage 

Once per wee k 41,5 

Once per fortnight 2,4 

Once per month 17,1 

Never involved in microteaching or were 

involved once per year 39,0 

Total 100,0 

Table 4.11: I nvolvement in microteaching sessions by student teachers 

10. TEACHING AIDS 

Item 10.1 

69,8 percen t of the r espondents in dicated that Nor thern Sotho lecturers 

usually use teaching aids a nd 30,2 per cent responded negatively. It is 

essen tial to use teaching aids because they simplify the learning content. 
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Item 10.2 

According to responses 14,3 percent of the responde nts indicated that 

Northern Sotho lecturers always used teaching aids, 64,3 indicated that 

lecturers did not always use teaching aids and 21,4 percent mentioned that 

lecturers never used teaching aids. Lecturers should always use teaching 

aids because they facilitate un derstanding. 

Item 10.3 

90,5 percent of respondents indicated that Northern Sotho lecturers hand 

out lecture notes while 9,5 percent did not receive notes . Lecture notes 

clarify difficult sections of prescri bed text books and they are, therefore, 

important. 

11. STRATEGIES 

Item 11. 1 to 11.5 

Res ponden ts indicated that teaching s t rategies that wer e used by Northern 

Sotho lecture rs we re the following: 

Positive Negative 
Strategy responses responses 

in percentages in percentages 

Teaching by example 95,2 4,8 

Teaching by demonstration 83,3 16,7 

Concept teaching 90,5 9,5 

Harmonising content and form 73 ,8 26,2 

Table 4.12: Strategies of teaching Northern Sotho 

I t becomes evident from table 4.12 that s mall perce ntages of respondents 

in dicated that the strategies of teaching were not used by Northern Sotho 

lecturers. Teachin g strategies have to be used by all Northern Sotho 

lectu rers because a strategy is a plan for achieving a specific learning 

aim. Degenaar and McFarlane (1 978:96) maintain t hat a teaching strategy 

accounts for proced u ral eleme nts such as organisation of content, the 

forms of teaching and learni ng, methods and princi ples. 
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12 EVALUATION 

Item 12.1 

The information gleaned from the responses to the questionnaires revealed 

that written work was given by Northern Sotho lecturers as follows: 

Intervals Percentages of respondents 

Once per week 51,2 

Once per fortnight 7,0 

Once per month 34,8 

Once per quarter 7,0 

Table 4.13: Intervals of giving written work by Northern Sotho lecturers 

Written work has to be given at short intervals to enable student teachers 

to gain increased knowledge of the Northern Sotho language. 

Item 12.2 

48,8 percent of the respondents indicated that lecturers gave tests 

regularly while 51,2 percent did not agree. Tests are important because 

they gauge the knowledge acquired by student teachers. 

Item 12.3 

37,2 percent of the respondents were of the opinion that lecturers 

returned written work promptly 51,2 percent indicated that written work 

was not always returned promptly and for 11,6 percent written work was 

never returned promptly by lecturers. Student teachers are usually 

motivated by written work which is returned without delay. 

Item 12.4 

62,8 percent of the respondents indicated that general mistakes made by 

student teachers were often discussed in class. 34,9 percent of the 

respondents mentioned that general mistakes were not always discussed in 

class and 2,3 percent indicated that student teachers' mistakes were never 
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discussed in class. To avoid repetition, the general mistakes made by 

student teachers have to be discussed. 

Item 13 

The general suggestion was that the syllabuses should be written in 

Northern Sotho. This would avoid the translation of concepts and idea 

from English to Northern Sotho. 

4.5 SUMMARY 

The responses to the questionnaires completed by Northern Sotho lecturers 

and student teachers made important relevations with regard to the 

teaching and learning of Northern Sotho in colleges of education. 

The responses to the questionnaires make it evident that the primary 

consequences of the didactic theory were either not emphasised or did not 

form part of the teacher training programmes. It was also revealed that 

quite a large number of student teachers did not have insight into the 

major aspects of the didactic theory. 

In the light of the responses to the questionnaires it also became evident 

that there are numerous problems that are encountered in the teaching 

and learning of Northern Sotho. The respondents confirmed that there are 

problems that are associated with the implementation of syllabuses, the 

problem of the attitude adopted towards Northern Sotho, the problem of 

the approach of teaching Northern Sotho, the problem of standardisation 

and problems of teaching practice and microteaching. · 

It can, therefore, be argued that the Northern Sotho student teachers 

leave the colleges of education not fully prepared to teach Northern Sotho 

effectively in schools. This fact is in line with the hypothesis which was 

formulated in chapter two of this study. 

The next chapter deals with findings, conclusions and recommendations. 
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CHAPTER FIVE 

FINDINGS, CONCLUSIONS 

AND RECOMMENDATIONS 

5.1 INTRODUCTION 

The main aim of this study was to investigate, interpret, describe and 

identify the negative factors i n the teaching and learning of Northern 

Sotho at colleges of education in Lebowa. These factors have been 

iden tifie d i n order to a r r ive at conclusions and to formulate 

recom me nd ations concerning t he training of Northern Sotho teachers who 

will f ulfil th e tas k of teaching Northern Sotho as fi rst language at schools 

more effecti vely. 

The purpose of collecting data by means of literature study and empirical 

research was to be able to verify or reject the hypothesis of this study 

that was formulated in chapter. To be able to achieve this, it has been 

imperative to use the research methods that were described in chapter 

one. 

5.2 FINDINGS FROM LITERATURE STUDY 

5.2.1 Findings concerning the didactic theory 

5.2. 1. 1 The didactic theory is necessary 

It is a well establi shed fact that theory is necessary because it explains 

and systematically describes the occurrence or practice of teaching. 

Actuall y, theory cannot be separated from practice in the teaching 

situation . It is assumed that theory should always culminate in practice. 

Degenaar and McFarlane (1987:33) illustrate this point by expressing the 

opinion that " .... the relationship between didactical and subject didactical 

theory and the practical teaching of subjects (such as Northern Sotho, 

author 's addition ) can only be structured with reference to an 
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understanding of structure and meaning of both theory and practice". 

This implies that the Northern Sotho student teacher should have a 

thorough knowledge of the nature of the relationship between theory and 

practice. 

5.2.1.2 The didactic theory has certain didactic consequences 

The didactic theory clarifies the relationship between education and 

teaching. The basic relationship between education and teaching lies in 

the fact that Northern Sotho lecturers at colleges of education teach 

student teachers to be in a better position to describe, explain and unfold 

certain norms which the chil d should master in order to become a 

responsible adult. To realise educational aims, therefore, depends on the 

relationship between education and teaching (Louw, 1991:21 ). 

The activity of teaching at colleges of education and at all other levels of 

education can be described in terms of didactic categories which are 

conseq uences of a didactic theory. Further, the teaching of Northern 

Sotho can only be evaluated in terms of didactic criteria. On the other 

hand the didactic principles which are also the consequences of a didactic 

theory, give direction to the teaching activity. 

It is essential that the Northern Sotho student teacher should have a 

thorough knowledge of the aspects of a didactic theory. Insight into the 

didacti c theory will enable the prospective Northern Sotho teacher to teach 

effectively. 

5.2.2 Findings with regard to problems of teaching Northern Sotho 

5.2.2.1 The lack of an accountable didactic theory for Northern Sotho 

Li terature study revealed that the primary problem concerning the 

teaching of Northern Sotho at colleges of education is the lack of an 

accountable didactic theory. It was mentioned in chapter two that a 

didactic theory is a radical consideration, systematic description and 

explanation of teaching. It explains Northern Sotho phenomena and 

therefore provides direction. It increases the learning effectiveness of a 
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student teacher because it provides consistency. Thus, it becomes evident 

that the lack of a didactic theory for Northern Sotho creates a serious 

problem. 

5.2.2.2 The Northern Sotho sy llabuses at colleges of education are vague 

in ter ms of aims and objectives 

The fact that the syllabuses are vague allows textbook wri ters and 

Northern Sotho lecturers a lot of scope in th eir presentation of the 

subject matter. With a more detailed syllabus which stipulates the subject 

matter, there will be no room for a haphazard teaching programme. 

It has been found from li terature that Northern Sotho s yllabuses at 

colleges of education do not have the objectives of the lear ning content 

in respect of the smallest subjections. This impli es th at teaching takes 

place at random because objectives are meant to provide g ui dance. 

5.2.2.3 The Norther n Sotho syllabuses at colleges of education have been 

written in English 

The learning conte nt for Northe rn Sotho student teachers is written in 

English. This means that Northern Sotho lecturers must translate English 

concepts and ideas before teaching can start. To e nable lecturers to teach 

effectively, Northern Sotho learnin g conten t should be wri tten in Northern 

Sotho. 

5.2.2.4 The approach used in t he teaching of Northern Sotho at colleges 

of education is the one used in the teaching of a second or a 

third language 

The actual teaching of Northern Sotho at colleges of education is 

conducted with the use of ideas and concepts formul ated in a second or 

foreign language. It is not a sim ple task to express t he ideas of one 

language through the medium of anot he r . Conseq ue ntly the Northern 

Sotho lecturer does not succeed in expressing hi mself adequately in his 

home language. 
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5.2.2.5 Lecturers experience problems when implementing microteaching 

Important microteaching problems revealed by literature study were found 

to be the large numbers of student teachers, an insufficient amount of 

microteaching equipment, an insufficient number of rooms that were 

suitable for microteaching practice, the lack of an adequate number of 

technical staff to maintain and set up microteaching equipment as well as 

the difficulty of finding suitable reference material. 

5.2.2.6 Several problems were associated with teaching practice 

It has been found that valuable time for school teachers is wasted because 

work that was taught by student teachers had to be taught again after 

their departure. 

The majority of pupils did not have much respect for student teachers 

because they did not see them as prospective teachers but just as 

learners like themselves. 

5.2.2.7 The lack of sufficient method textbooks 

The method textbooks for Northern Sotho that are used at colleges of 

education are very few. This shortage limits the scope of reference for 

lecturers and student teachers. In this regard Masebenza (1985:5) 

maintains that lecturers in most cases use second or third language 

textbooks in their teaching of a first language. Masola (1989:186) concurs: 

"The lecturers for Northern Sotho in most cases recommend English books 

... as reference for use by the student teachers due to lack of suitable 

textbooks for the subject". 

5.2.2.8 Standardisation presents a problem in the teaching of Northern 

Sotho 

The use of unstandardised terminology creates teaching and learning 

problems. The many dialects found in the Northern Sotho language are 

the source of this problem. Referring to the problem of standardisation 

Masola (1989:114) maintains: "One major problem in the teaching of 

Northern Sotho is created by terminology". 
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5.2.2.9 The attitude towards Northern Sotho is not always positive 

The attitude of a good number of Northern Sotho lecturers and student 

teachers is not always positive towards Northern Sotho. They feel that 

Northern Sotho is an inferior language because it does not possess the 

scientific and technical terminology that is necessary for use as the 

teaching medium at secondary and higher levels of education; it does not 

provide a medium of communication with the rest of the world; it is not 

recognised as one of the official languages and it does not give socio

economic mobility as it is not used in business. 

5.2.2. 10 Evaluation procedures are associated with problems 

In evaluation subjectivity has become a problem that concerns all 

evaluators. In this regard Reed (1974:166) maintains "Subjective 

judgements, too often result in vague generalities which are of little help 

in determining the fitness of a teacher candidate". If subjective 

evaluations are not done with care, they can create a lot of uncertainty. 

5.2.3 Findings with regard to strategies of teaching Northern Sotho 

The Northern Sotho lecturer should have a sound knowledge of teaching 

strategies to be able to convey the learning content to the student teacher 

in the best possible way. Literature study indicated that the following 

teaching strategies could be used in the teachin g of Northern Sotho. 

5.2.3.1 The strategy of teaching according to an accountable didactic 

theory 

For the Northern Sotho lecturer to teach in an accountable way, he has 

to apply his knowledge of the primary consequences of a didactic theory. 

This requires means that the lecturer should be conversant with the 

didactic categories that describe the teaching of Northern Sotho, didactic 

criteria for evaluation of the teaching of Northern Sotho, didactic 

principles for giving direction to the Northern Sotho lecturer, content and 

the form of teaching Northern Sotho as well as the Northern Sotho 

teaching model. 
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5.2.3.2 The strategy of teaching according to aims and objectives 

Literature revealed that the Northern Sotho lecturer must include the 

teachin g aim and objectives when preparing lessons. The teaching should 

be directed at the learning activities of the student teacher and the result 

is t hat the teaching aims are, in fact, the learning aim. It is, therefore, 

evident that the teaching activity is directed by the teaching aim and 

objectives. 

5.2.3.3 The strategy of harmonising content and form 

The fi ndin g was that in order to actualise the learning act when teaching 

Northern Sotho there should be a balance between form and content. The 

content deter mines the didactic form that is to be used in the teaching 

and learnin g situation. Louw (1991 :139) illustrates th is point: "The form 

of presentation ... va ries according to the nature of the content to be 

exposed ". Th us, it can be seen that content cannot be taught without 

form . 

5.2.3.4 The strategy of teaching by example 

Liter atu re indicated that the example serves as the basis of understanding 

the essence of a specific aspect of the learning content. It is used with 

the aim of simplifying the learning content. Therefore, the example is " ... 

val id fo r normal teaching to the extent that a very large proportion of the 

teachin g offered in the classroom is done so by means of the exemplar ... " 

(Van der Stoep and Louw, 1984:83). The exposition of Northern Sotho 

content cannot be achieved easily without the use of the strategy of 

teac hin g by example. 

5.2.3.5 The strategy of teaching by demonstration 

The strategy of teaching by demonstration was found to be used to 

transfer certain skills or knowledge to the student teachers so that the 

latter can master these through observation of a series of actions. 

Demonstration is the manner in which the Northern Sotho lecturer can 

make the learning content visible to student teachers. In this way 
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student teachers depend on observation and thus the principle of 

perception facilitatesfor effective teaching and learning. 

5.2.3.6 The strategy of concept teaching 

It has been found that Northern Sotho, as mother tongue plays an 

important role in concept formation and it is the medium through which 

concepts are taught. When teaching concepts th e accent is on clarity of 

expression by the Northern Sotho lecturer and on insight into concept 

being attained by student teachers. 

5.2.3.7 The strategy of functional inductive approach 

Li terature study indicated that the functional-inductive approach was 

preferred when teaching Northern Sotho. The implication is that the 

Northern Sotho lecturer has to use both the functional and the inductive 

app roaches. When the functional approach is used, the living language, 

or language-at-work, forms the basis of the teaching of a particular 

linguistic phenomenon. On the other hand, the use of the inductive 

approach i mplies proceeding form particularisations or examples to rules 

when teaching. The functional-inductive approach can be used for the 

effective teaching of poetry, grammar and composition. 

5.3 FINDINGS FROM EMPIRICAL RESEARCH 

As indicated in chapter four two questionnaires were completed. One was 

directed to Northern Sotho lecturers at colleges of education and the other 

one to Northern Sotho student teachers. The aim of the questionnaires 

was to make a survey of the problems encountered in the teaching of 

Northern Sotho in colleges of education in Lebowa. 

Eighty questionnaires were completed by Northern Sotho student teachers 

and thirty by Northern Sotho lecturers. The following officials were 

interviewed: two members of the Northern Sotho Language Board, two 

educationi sts, two Rectors of colleges of education, two Education Specialist 

(formerly known as Inspectors of education) and one Subject Advisor. At 

this stage it i s considered appropriate to examine the findings from 

empirical research. 
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Findings with regard to interviews 

The problem of the Tack of the didactic theory with regard to 

the teaching of Northern Sotho at co11eges of education 

The fi nding was that eight respondents regarded the lack of the didactic 

theory as a very important problem because the didactic theory gives 

direction and guidelines with regard to teaching. One respondent objected 

and argued that the important matter was teaching effectiveness and not 

knowledge of what teaching is. 

5.3.1.2 The problem concerning the fact that Northern Sotho syllabuses 

have been written in English 

It was found t hat 100 percent of the respondents concurred that the 

Northe rn Sotho syllabuses for colleges of education create a problem 

because they are wri tten in English. The feeling was that the Northern 

Sotho syll abuses should be written in Northern Sotho. Northern Sotho 

lecturers would be releaved of the burden of translating concepts from 

English to Northern Sotho. 

5.3.1.3 The problem of the lack of sufficient method textbooks 

100 percent of the respondents regarded the lack of sufficient method 

textbooks that were based on the syllabuses as a problem that deserved 

serious attention. Sufficient reference material simplifies the activities of 

teachin g and learn ing. All the respondents supported. the fact that more 

method textbooks should be written to improve the quality of training 

Northern Sotho teachers. 

5.3.1.4 The problem of standardisation 

The find ing was that all the respondents were of the opinion that the root 

causes of the problem of standardisation are the many dialects of the 

Northern Sotho language and the lack of the Northern Sotho subject 

advisor. 100 percent of the respondents regarded the appointment of such 

an official as urgently needed. 



- 180 -

5.3. 1.5 Duration of training - secondary Teachers' Oiploma 

The findin g was that six respondents were in favour of a four year 

training period. In their opinion th is duration would be long enough for 

colleges of education to train efficient Northern Sotho teachers. Three 

respondents expressed the feeling that the three year period would be 

sufficient. 

5.3.2 Findings with regard to the questionnaires completed by Northern 

Sotho lecturers 

5.3.2.1 Findings with regard to biographical information 

It was found that Northern Sotho was the home language for all the 

respondents. The implication is that the teaching of Northern Sotho at 

colleges of education is in good hands. 

The findings on professional qualifications were as follows: 33,3 percent 

of the respondents were in possession of Teachers ' Diplomas obtained at 

colleges of education, 26,7 percent possessed Teachers' Diplomas obtained 

at universities, 33,3 percent possessed Bachelor of education degrees and 

6,7 percent were in possession of Primary Teachers' Certificates. 

It was found that even lecturers who had one or two years' teaching 

experience were appointed at colleges of education . 

5.3.2.2 Findings with regard to didactic theory 

The finding was that 86 percent of the respondents were of the opinion 

that the lack of didactic theory for the teaching of Northern Sotho was a 

major problem. 14 percent indicated that they could not express an 

opinion. 

5.3.2.3 Findings with regard to teaching problems and strategies 

It was found that 87,3 percent of the respondents were not satisfied with 

the fact that Northern Sotho syllabuses are written in English. 6 percent 

were satisfied and 6,7 percent could not express an opinion. 
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The finding was that the translation of English i deas and concepts was not 

simple for 88 percent of the respondents. 

100 percent of the respondents concurred that not ~1 student teachers 

possessed the prescribed textbooks and set-works. 

It was found that 20 percent of the respondents would like to teach 

Northern Sotho for the rest of thei r careers as teachers - while 80 

percent objected. Thi s is illustrative of the fact that the general attitude 

towards Northern Sotho is not positive. 

94 percent of the respondents indicated that they used English or 

Afrikaans when clarifyi ng certain concepts found in the syllabuses. This 

find ing indicates that t he respondents used the second or third language 

approach. 

The fi ndi ng was that 94 percent of the respondents indicated that there 

were student teachers who used understandardised language at colleges 

of education. 

100 percent of the respondents were of the opinion that the system of 

student teaching practice in terms of which pupils were brought to the 

college occurs i n relatively unreal circumstances. 

It was i ndi cated by 66,7 percent of the respondents that there was 

i nsuffici ent equi pment to implement microteaching programmes. 

It was i ndicated by 86,7 percent of the respondents that teaching aids 

were not freely available or too much organisation was required to obtain 

the available teaching ai ds. 

The resul ts obtained from the questionnaires are that 73,3 percent of the 

respondents did not always use the strategy of teaching by example. It 

is essential always to use this strategy because examples facilitate 

understandi ng. 
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Respo nses to the questionnaires showed that 50 percent of the respondents 

did not di scuss the general mistakes made by student teachers in class. 

After t he eval uation of student teachers ' oral or written work general 

mi stakes shoul d be di scussed to avoid repetition of similar mistakes in 

futu r e. 

5.3.3 Findings concerning questionnaires that have been completed by 

student teachers 

5.3.3.1 Findings with regard to biographical information 

It was found that 39,5 percent of the respondents were in possession of 

senior cer tificates, 2,3 had conditional exemption and 58,2 percent had full 

matriculation exemption. 

5.3.3.2 Findings with regard to didactic theory 

The findi ng was that 51,2 percent of the respondents indicated that 

Northern Sotho lecturers did not reduce the learning content to its 

essentials when teaching. Student teachers can more easily attach meaning 

to the learning content that has been reduced to its essences. 

It was i ndicated by 30,2 percent of respondents that lecturers were not 

always sympathetic and 2,4 percent lecturers never showed sympathy 

towards student teachers. 

5.3.3.3 Findings with regard to teaching problems and strategies 

It was found that 74,4 percent of the respondents did not have set-works. 

Student teachers who do not have the study material cannot make 

satisfactory progress. 

The fi ndi ng was that 23,3 percent of the respondents were forced by 

circumstances to do Northern Sotho at colleges of education. The attitude 

of such respondents cannot be positive. 
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It was shown that 27,9 percent of the respondents regarded physical 

science as more important than Northern Sotho. The implication is that 

they do not have the correct attitude towards Northern Sotho. 

The finding was that 79,1 percent of the respondents expressed the 

opinion that Northern Sotho lecturers used English or Afrikaans textbooks 

when teaching. This means that the second or third langauge approach 

was used. 

It was found that 23,3 percent of the respondents were not aware of the 

existence of the publication called "Northern Sotho Terminology and 

Orthography number 4". This publication is concerned with the 

standardisation of the Northern Sotho language. 

It was found that 7 percent of the respondents did not always ask 

questions when presenting practice lessons, 18,6 percent did not write 

chalkboard summaries while 27,9 percent did not always use teaching aids. 

The finding was that 26,2 percent of the respondents indicated that 

Northern Sotho lecturers did not use the strategy of harmonising content 

and form, 9,5 percent showed that lecturers did not use the strategy of 

concept teaching, 16,7 percent did not use the strategy of teaching by 

demonstration and 4,8 percent of the respondents indicated that Northern 

Sotho lecturers did not use the strategy of teaching by example. 

It was indicated by 51,2 percent of the respondents that tests were not 

given regularly and 11,6 percent showed that the lecturers never returned 

written work promptly. 

5.4 CONCLUSIONS 

The major conclusions from this study are as follows: 

The didactic theory has to be included in the syllabuses of Northern Sotho 

at colleges of education. It makes pronouncements concerning the way in 

which the structure of teaching should be interpreted when teaching 

Northern Sotho. 
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The syllabuses for Northern Sotho at colleges of education must be written 

in Northern Sotho. 

The appointment of a Northern Sotho subject advi sor is necessary and 

urgent. 

5.5 RECOMMENDATIONS 

At this stage recommendations are made which are based on the findings 

of this study and that could be used to improve the training of Northern 

Sotho teachers in the subject didactics of Northern Sotho. 

5.5.1 Recommendations with regard to the didactic theory 

It i s recommended that the didactic theory and the model for the teaching 

of Northern Sotho be included in the syllabuses for Northern Sotho at 

colleges of education. The didactic theory is essential because it describes 

and systematically explains the teaching activity. 

5.5.2 Recommendations concerning Northern Sotho syllabuses at colleges 

of education 

It is recommended that the Northern Sotho syllabuses be more detailed to 

leave no room for a haphazard teaching programme. Objectives have to 

be formulated i n respect of the smallest sub-sections of the syllabuses. 

The syll abuses should be written in Northern Sotho and not in English so 

that there should be harmony between teacher training programmes and 

teaching at school. 

5.5.3 Recommendations with regard to the approach of teaching Northern 

Sotho at colleges of education 

The approach of teaching Northern Sotho should be that of a first 

language. The implication is that only Northern Sotho reference materials 

shou ld be used. 
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5.5.4 Recommendations concerning microteaching 

At every college of education there shoul d be sufficient microteaching 

equi pment and sui table rooms for the fu ll im plementation of microteaching 

prog r ammes. 

5.5.5 Recommendations with regard to teaching practice 

It is recommended that the duration for the Secondary Teachers' Diploma 

be extended to four years in order to gi ve Northern Sotho lecturers 

enoug h ti me to trai n Northern Sotho teachers effectivel y. 

5.5.6 Recommendations concerning standardisation 

It i s recommended t hat the Northern Sotho subject advisor be appointed 

to be ch ai rman of the Northern Sotho Language Board. 

5.5.7 Recommendations with regard to teaching strategies 

It is recommended that the Northern Sotho lecturer should use the 

teachi ng strategies that follow in order to expose the learning content for 

student teachers effectively: The strategy of teaching by example, the 

strateg y of teach i ng by demonstration, the strategy of concept teaching, 

the strategy of harmonising content and form as well as the strategy of 

a f unctional - i nductive approach. 

5.6 SUMMARY 

This study has been an attempt to investigate, interpret, describe and 

identify problems that the Northern Sotho lecturers and student teachers 

encounter i n di dactic situations. The phenomenological method, the 

hermeneutic, the dialectic, literature study, observation, the interview and 

questionnai re methods have been used to collect, describe and interpret 

the data. 

Important findings, conclusions and recommendations have been recorded. 

It i s hoped that if the suggestions made i n this study were to be 
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implemented, the quality of training Northern Sotho teachers at colleges 

of education would be placed on a much higher l evel. 

5. 7 PROBLEMS FOR FURTHER RESEARCH 

5.7.1 Problems encountered in the teaching of Northern Sotho in the 

Primary Schools. 

5.7.2 Problems encountered in the teaching of Northern Sotho in the 

secondary schools. 

5.7.3 Reflection on teaching practice at colleges of education. 



- 187 -

BIBLIOGRAPHY 

A. BOOKS, THESES AND DISSERTATIONS 

Awoniyi T A. 1982: The teaching of African Languages. London: Hodder 

and Stoughton. 

Behr A L. 1983: Empirical r esearch method for the human science. 

Pretoria: Butterworths. 

Bernard H R. 1988: Research method in cul tural anthropology. Newbury 

Park. The Internal Professional Publishers. 

Beyers E. 1968: Vie gebruik van die rasionale argumente in kommuni

kasie. Ongepubliseerde M.A.-verh andeling. Pretori a: Uni versi tei t 

van Pretoria. 

Bol ton R. 1979: People skills. London : Prentice-Hill. 

Borst C B. 1992: Subject didactics of Biblical Studies. Pretoria: 

University of South Africa. 

Bothma T C and Cloete T T. 1963: Opstelonderrig. Kaapstad: Nasou. 

Brady L. 1985. Models and methods of teaching. Sy d ney : Prenti ce-Hall. 

Brown G A. 1975: Microteaching, a programme of teaching ski11s. London: 

Methuen. 

Canham G w. 1972: Mother Tongue Teaching. Hambu rg: Unesco. 

Curson L B. 1985: Teaching in further education. An outline of 

principles and practice. London: Cassell. 



- 188 -

Davey C R. 1990: The effects of language communication problems on the 

dignity of the child with special reference to computer assisted 

remediation. Unpublished D.Ed. thesis. Pretoria: University of 

South Africa. 

Degenaar J P and McFarlane L R. 1982: Training in subject didactics. 

Pretoria: University of South Africa. 

Degenaar J P and McFarlane L R. 1987: Subject Vidactics: Focus on 

subject teacMng. Pretoria: University of South Africa. 

De Jager F L, Reeler G, Oberholzer M 0 and Landman W A. 1985: 

Fundamental Pedagogics: Science, content and practice. Pretoria: 

N G Kerkboekhandel. 

Denemark G W. 1973: Goals for teacher education. A time for decision. 

Washington: AA.CTE. 

Doll R W. 1982: Curriculum Improvement: decision making and process. 

Boston / London: Allyn and Bacon. 

Duminy P A. 1968: African pupils and teaching them. Pretoria: Van 

Schaiks Ltd. 

Duminy P A and Sohnge W F. 1980: Didactic Theory and Practice. Cape 

Town: Longman Penguin Southern Africa. 

Duminy P A and Sohnge W F. 1983: Education I for PTO and STD. 

Johannesburg: Longman Penguin Southern Africa · (Pty) Ltd. 

Du Plooy F L, Griessel G J and Oberholzer M 0. 1982: Fundamental Peda

gogics for advanced students. Pretoria: Haum. 

Du Plooy J L and Killian C J G. 

pedagogics. Pretoria: Hau m. 

1981: Introduction to Fundamental 

Engelbrecht S W 8, Yssel J C, Griessel G A J and Verster. 1984: 

Teaching Science I and II. Good wood: Via Afrika Limited. 

Fraser W J, Loubser C P and Van Rooy M P. 1990: Oidaktiek vir die 

voorgraadse student. Durban: Butterworths. 



- 189 -

Gray R. 1974: The art of the science leader. London: McGraw-Hill. 

Gol dstein A P and Krasner L. 1990: Human behaviour in global 

perspective. New York: Pergamon Press, Inc. 

Grobler G M M and Kotsane S J. 1986: Mahube a Sesotho sa Lebowa 

Mphato wa 8. Hout Bay: Book Studio (Pty) Ltd . 

Harley G S. 1982: Onderrigontwerpmodelle en onderrigmodelle in tersiere 

onderwys met verwysing na afstandonderrig. Ongepubliseerde 

D.Ed .-proefskrif. Pretoria: Universiteit van Suid-Afrika. 

Hel m C A G. 1979: Oie moedertaal as onderrigmedium in die onderwys van 

die swart volke van Afrika en die Republiek van Suid-Afrika. 

D.Ed.-proefskrif. Bloemfontein: Universiteit van die Oranje

Vrystaat. 

Henderson N K. 1969: University teaching. Hong Kong: University 

Press. 

Johnson J A and Anderson R C. 1971: Secondary Student Teaching 

Readings. Glenview, Illinois: Scott Foresman and Company. 

Kekana M A. 1985: Nonyana ya tokologo. Johannesburg: Educum 

Publishers. 

Koma M J. 1989: Maganogano. Van Schaik 2nd Edition. 

Landman W A. 1980: Inleiding tot die opvoedkundige navorsingspraktyk. 

Durban: Butterworths. 

Logan L M and Logan V G. 1967: A dynamic approach to Language Arts. 

Toronto: McGraw-Hill. 

Lombard D D P, Van Wyk E B and Mokgokong P C. 1988: Introduction to 

the grammar of Northern Sotho. Pretoria: J .L. van Schaik (Pty) 

Ltd. 



- 190 -

Louw W J. 1971: An Evaluation of the responsibility of the University 

regarding the training of the secondary school teachers. 

Unpublished 0 . Ed. thesis. Pretoria: Universi ty of Pretoria. 

Louw W J, Moller A K and Mentz H C. 1983: Verbandlegging in die 

didaktiese pedagogiek. Pretoria: Academica. 

MacDonald C and Burroughs E. 1991: Eager to talk and learn and think. 

Bilingual Primary Education in South Africa. Cape Town: Maskew 

Miller Longman. 

Mamogobo P. 1963: Leduleputswa. Johannesburg: APB. 

Masebenza B J. 1986: Can Language initiatives ever be rewarded with 

fruition without concerted~ co-ordinated and comprehensive language 

planning? Paper read at a Conference of Africa Languages 

Association of Southern Africa. Universi ty of Venda. 

Masenya M J. 1991: An alternative approach to the teaching and learning 

of Northern Sotho First language. Unpublished M.Ed. dissertation. 

Johannesburg: Rand Afrikaans Universi ty. 

Mashile E P. 1991: Non-formally training Soweto working mothers to 

informally support their children's acquisition of literacy. 

Un publlshed M.Ed. dissertation. Pretoria: University of Pretoria. 

Masola I S. 1989: The teaching of Northern Sotho at colleges of education 

(O.E. T.). Unpublished M.Ed. dissertation. Johannesburg: Rand 

Afrikaans Uni versity. 

Matsepe 0 K. 1971: Les i ta- phiri. Pretoria: J L Van Schaik (Pty) Ltd. 

Matsepe 0 K. 1975: Molodi wa Mogami. Pretori a: J L Van Schaik (Pty) 

L td. 

Matsepe 0 K. 1977: Letsofalela. Pretoria: J L Van Schaik (Pty) Ltd. 



- 191 -

McFarlane L R. 1974: Televisie as onderrigmedium op tersiere vlak met 

spesiale verwysing na afstandonderrig in Suid-Afrika. Ongepu

bl i seerde M.Ed.-verhandeling. Pretoria: Univer siteit van Suid

Afrika. 

McFarlane L R. 1981: 'n Vakdidaktiese on twerp vir die opleiding van 

onderwysers vir die sekondere skool. Pretoria: De Jager-Haum. 

Meij K, Kuhn T and Snyman R. 1985: Vakdidaktiek Afrikaans Moedertaal 

in die sekondere skool. Pretoria: De Jager Haum 

Mmine1e J A. 1976: Mahlodi. Pretoria: J L Van Schaik (Pty) Ltd. 

Mnisi M H. 1985: Pedagogical and didactical problems encountered in the 

teaching and learning of Tsonga in the urban post primary schools. 

Unpublished M. Ed. dissertation. Pretori a: Uni versity of South 

Africa. 

Moc ke H A and Wallis H C. 1981: History for the eighties. Standard 7. 

Good wood: Via Afrika. 

Morrison A and Mcintyre D. 1973: Teacher and teaching. Harmondsworth: 

Penguin. 

Mouton J and Marais H C. 1988: Basic concepts in the methodology of the 

social sciences. Pretoria: Human Sciences Research Council. 

Mphahlele M C J, Ramushu J M and Legodi D W. 1981: Ithute go ruta 

Sesotho sa Lebowa. Pietermaritzburg: Shuter and Shooter. 

Ndu na B V. 1988: Professionalism as a parameter in the teaching science. 

Unpublished M.Ed. dissertation . Pretoria: Vista University. 

Nicholls A and Nicholls S H. 1978: Developing Curriculum: a practical 

guide. London: George Allen and Unwin. 



- 192 -

No kaneng M B. 1974: A pedagogical-didactical study of structures of 

lessons in teaching as applicable in Bantu Education and the role 

played by Bantu school radio services in this connection. 

Unpu blished M.Ed . dissert ation. 

Africa. 

Pr etori a: Uni versity of South 

No kaneng M. 1979: Oidactical guidelines for educational television with 

special reference to education for Blacks in the Republic of South 

Africa. Un published D. Ed . thesi s. Pr etori a: Uni versity of South 

Afri ca. 

No kaneng M B and Lou wren s L J . 1987: 
v 

Segageso Mphato 8. Good wood: 

Via Afrika Limited . 

No kaneng M Ban d Louwr ens L J. 1988: 
., 

Segageso Mphato 6. Good wood: 

Via Afrika Limited . 

Nokanen g M B and Louwrens L J . 1991: 
v 

Segageso Mphato 10. Good wood: 

Via Afrika Li mi t ed . 

Oberhol zer C K. 1968: Prolegomena van 'n prinsipiele pedagogiek. Cape 

Town : Haum. 

Perrine L. 1963: Sound and sense. An introduction to poetry. New 

York: The Worl d Publ ishi ng Company. 

Perrot E. 1984: Effective teaching. London: Longman. 

Pretorius E. 1984: Taalhandelinge in die onderrigleersituasie met 

besondere verwysing na die rol daarvan in die onderrig van 

Afrikaans eerste taa1. Ongepubliseerde M.Ed.-verhandeling. 

Johan nesburg: Ran dse Afri kaanse Universiteit. 

Puleng N S. 1987: Dit1a1emeso. Pretori a: J L Van Schaik. 

Pyper E. 1986: Stelwerkonderrigstrategie in Swart A (red). Vakonder

ri gstrategie. Pretoria: Uni versiteit van Sui d-Afrika. 



- 193 -

Ramone P. 1973: Problems ;n connection w7th the teacMng of Southern 

Sotho ;n Lesotho Teacher Training Institutions. Unpublished M.Ed. 

d i ssertation. Pretoria: University of South Africa. 

Ramushu J M and Mphahlele M C J. 1986: Polelo ye e phelago Mphato wa 

B. Pietermaritzburg: Shuter and Shooter. 

Ramush u J M and Mphahlele M C J. 1987: Polelo ye e phelago Mphato wa 

9. Pietermaritzburg: Shuter and Shooter. 

Reeler G. 1983: A re-evaluation of the essential components of discipline 

as pedagogic occurrence. Unpublished M.Ed. di ssertation. Pretoria: 

University of South Africa. 

Sate kge E M. 1988: A critical comparative study of the teaching of 

reUg;ous education and BibUcal studies ;n Black High Schools. 

Unpubl ished M.E d. dissertation . Pretoria: Vista University. 

Sate kge E M. 1990: The training of Black secondary school student 

teachers in the subject didactics as Biblical Studies. Unpublished 

D.Ed. thesis. Pretoria: Vista University. 

Sekhu khune P D. 1988: Oiscourse analysis and speech varieties in 

Northern Sotho - A Sociolinguistic study. Unpublished M.A. 

dissertation. Pietersburg: University of the North. 

Serudu S M, Masola I S, Kgatla R T, Mampuru D M. 1988: Sesotho sa 

Leboa ga Mahlahla mphato wa 7. Pretoria: De Jager Haum. 

Smit A J. 1981: Educantulus 6 Two basic concepts in education. 

Pretoria: Academica. 

Smit R J and Killian C J G. 1973: Onderwysende Opvoeding. Pretoria: 

N G Kerkboekhandel. 

Snyman R. 1979: me funksies van 

Ongepubliseerde D.Ed.-proefskrif. 

Pretoria. 

taal in die onderrigsituasie. 

Pretoria: Universiteit van 



- 194 -

Soobi ah H C. 1981: Microteaching as a component in the teaching 

programme for prospective teachers. Unpublished D.Ed. thesis. 

Pretoria: University of South Africa. 

Stones E. 1979: Psychopedagogy. London: Methuen and Company. 

Stones E and Morris S. 1972: Teaching practice. Problems and 

Perspectives. London: Methuen . 

Stuart J F (ed). 1985: Didactics: an orientation for first year students. 

Johannesburg: MacMillan South Africa. 

Swart A, Van Schalkwyk 0 J, Kruger E G, Honck B H, Stuart J F, Moller 

A K and Degenaar J P. 1986: Vakonderrigstrategie. Pretoria: 

University of South Africa. 

Tlale C D. 1985: The problem of identifying Black gifted secondary school 

chOdren. Unpublished M.Ed. dissertation. Pretoria: University of 

Pretoria. 

Trowbridge L W and Bybee R W. 1986: Becoming a secondary school 

science teacher. Columbus: Merrill Publishing Company. 

Turney C. 1973: Microteaching research theory and practice. Sydney: 

Sydney University Press. 

Van der Stoep F. 1969. Didaktiese grondvorme. Pretoria: Academica. 

van der Stoep F and Van der Stoep 0 A. 1968: Didaktiese Orientasie. 

Pretoria: Academica. 

Van der Stoep F and Van der Stoep 0 A. 1973: Didactic Orientation. 

Johannesburg: McGraw-Hill Book Company. 

Van der Stoep F, Van Dyk C J, Louw W J and Swart A. 1973: Die 

Lesstruktuur. Johannesburg: McGraw-Hill Book Company. 



- 195 -

Van der Stoep F and Louw W J. 1976: Inleiding tot die didaktiese 

pedagogiek. Pretoria: Academica. 

Van der Stoep F and Louw W J. 1981: Inleiding tot die didaktiese 

pedagogiek. Pretoria: Academica. 

Van der Stoep F and Louw W J. 1984: {)jdactics. Pretoria/ Cape Town: 

Academica. 

Van Dyk C J and Van der Stoep F. 1977: Inleiding tot die vakdidaktieke. 

Johannesburg: Perskor. 

Van Eeden J H. 1969: {)je plek van praktiese onderwys in die opleidings-

program van onderwysers. Ongepubliseerde D.Ed.-proefskrif. 

Pretoria: University of South Africa. 

Van Rensburg C J J, Kilian C J G and Landman W A. 1979: Notes on 

fundamental pedagogic concepts. An introductory orientation. 

Pretoria: N G Kerkboekhandel. 

Van Rensburg C J J and Landman W A. 1986: revised edition. Notes on 

Fundamental Pedagogic concepts - an introductory orientation. 

Pretoria: N G Kerkboekhandel. 

Wheeler D K. 1967: Curriculum process. London: Hodder and Stoughton. 

White D. 1983: Teaching skills. Pretoria: Academica. 

Ziervogel D. 1956: Linguistic and literacy achievement in the languages 

of South Africa. Unpublished D.Ed. thesis. Pretoria: University of 

South Africa. 



- 196 -

B. JOURNALS, ACTS OF PARLIAMENT, PAPERS, SYLLABUSES, 

MANUSCRIPTS, REPORTS AND PERIODICALS 

Act No. 66 of 1988: Tertiary Education Act. 

Alen D W and Ave A W. 1968: Microteachi ng Theory in to practice. British 

Journal of Teacher Education. Volume 7, Number 7. 

Atki nson D. 1987: The mother tongue i n the classroom. A neglected 

resource? ETL Journal. Volume 41, Number 4. 

Bangert-Drowns R L. 1991: The i nstructional effect of f eed back i n test

li ke even ts. Review of Educational Resear ch. Volume 61, Number 2. 

Sasson N J S. 1991: Didakti es vorml i ke as bostrukstuur vir v akdi daktiese 

konstru ksies. South African Jour nal of Education. 

Botha L. 1987: Teachi ng Practi ce. The problems i nvolved . Educamus. 

Vol ume 33, Number 2. 

Bauer A C and Van Niekerk P A. 1991: Learning di fficul ties - the 

orthodi dactic paradi gm. South African Journal of Education. Volume 

2, Number 2. 

Carl sen W S. 1991: Questionin g i n classr ooms. A socioli nguistic 

per spective. Review of Educational Research. Volume 61, Number 2. 

Commi ttee of Heads of Education Departments. 1991: A discussion 

document on a cur riculum model for education in South Africa. 

Department of Education and Training. 1985: Secondary Teachers' Diploma 

and Secondary Teachers' Diploma (With degree courses). Syllabus 

for African Lang uages. Th ird y ear of study. Pretoria: Government 

Pri nter. 

Department of Education and Training. 1987: Syllabus for Northern 

Sotho. Standard 8. Pretoria: Government Printer. 

Department of Education and Training . 1988: Northern Sotho Terminology 

and Orthography Number 4. Pretori a: Gover n ment Pri nter. 



- 197 -

Department of Education and Training. 1988: Secondary Teachers' Oiploma 

Syllabus for African Languages. Third year of study. Pretoria: 

Government Printer. 

Department of Education and Training. 1989: Secondary Teachers' Oiploma 

Syllabus for African Languages. Group I. Subject Oidactics. First~ 

Second and Third year of study. Implementation date 1990. 

Department of Education and Training. 1989: Secondary Teachers' Oiploma 

Syllabus for African Languages. Second year of study. Pretoria: 

Government Printer. 

Department of Education and Training. 1989: Secondary Teachers' Oiploma 

Syllabus for African Languages. Group II Subject. Academic. First 

year of study. Pretoria: Government Printer. 

Editorial Committee. 1987: Educamus. Volume 33, Number 6. 

Emslie C F. 1986: The problems encountered in teaching and learning 

African Languages in White schools. Paper delivered at the 

symposium on Subject didactics. Johannesburg: Rand Afrikaans 

University. 

Erasmus G F. 1986: Taalbeplanning en taalonderwys-beplanning. South 

African Journal of Education. Volume 6, Number 2. 

Godwin D A. 1991: Discovering the African Folk-tale in translation. 

South African Journal of African Languages. Volume 11, Number 4. 

Hoy W K and Rees R. 1977: The bureaucratic socialization of student 

teachers. Journal of Teacher Education. Volume 28, Number 1. 

Jardine R w. 1983: What is subject didactics? South African Journal of 

Education. Volume 3, Number 1. 

Kaschula R H. 1988: Cross-cultural communication in a North-Eastern 

Cape farming community. South African Journal of African 

Languages. Volume 9, Number 3. 



- 198 -

Koekemoer D J P. 1987: An Introduction to Teaching Science. Pretoria: 

Vista University. 

Kouraogo P. 1987: Curriculum renewal and INSET in difficult circum

stances. ETL Journal. Volume 41, Number 3. 

Louw W J. 1991: Relationships in didactics (manuscript). Pretoria: 

University of Pretoria. 

Makena I R. 1985: Foreign acquisitions and neologisms in Northern Sotho. 

Paper submitted in part fulfilment of the requirements for the 

degree of B.A. (Hons) in the Department of Northern Sotho. 

Pietersburg: University of the North. 

Malimabe R M. 1991: The impact of economic factors on the development 

of vernacular languages. especially in the process of urbanization -

with reference to Setswana. Pretoria: College for continuing 

training . 

Nokaneng M. 1986: The methodology of African Languages. Education 

Research programme No. 6. Pretoria: Human Sciences Research 

Council. 

Odendaal M S. 1986: Die milieu binne die skoal. Education research 

programme number 6. Pretoria: Human Sciences Research Council. 

Perlberg A. 1970: Microteaching: An innovative laboratory procedure. 

Prospectus in Education. Volume 1, Number 3. 

Puka C M. 1985: Evaluation of lessons during teaching practice at 

colleges of education. Report on the course for college lecturers 

and Rectors held Kwenamoloto college of education. Lebowa 

Education Department. 

Raubenheimer R I and Prinsloo D J. 1989: Item analysi s for i mproving 

multiple-choice test items in Northern Sotho. South African Journal 

of African Languages. Volume 9, Number 1. 



- 199 -

Rodseth V. 1986: English Language Teaching Methodology. Education 

research programme Number 6. Pretoria: Human Sciences Research 

Council. 

Sekhukhune P D. 1986: Pragmatics of discourse in Northern Sotho - A 

functional approach. Pietersburg: University of the North. 

Sekh ukhune P D. 1990: Componential analysis of si tuational context in 

Northern Sotho. An introduction to sociolin guistic postulates. South 

African Journal of African Languages. Volume 10, Number 1. 

Serote J P and Nokaneng M. 1991: Course NS030D/31D. Component 1. 

Study manual. Subject [)jdactics. Northern Sotho. Pretoria: Vista 

University. 

Snyman J W. 1986: The revised 1987 syllabus for Bantu Languages. 

Education research programme number 6. Pretoria: Human Sciences 

Research Cou neil. 

Suzman S M and Herbert R K. 1991: Africanization and the curriculum in 

linguistics. South African Journal of African Languages. Volume 11, 

Number 1. 

Swanepoel C B. 1987: Rhume as a distinctive feature i n the Northern 

Sotho sonnet. South African Journal of African Languages. Volume 

7, Number 3. 

Sykes J 8 (ed. ). 1983: The Concise Oxford mctionary of current English. 

Oxford: Clarendon Press. 

Van der Merwe M and Ferreira G. 1990: Vidactics. Code PED 121 Guide 

2 Paper 1 Section B. Pretoria: Vi sta University. 

Webb C M. 1986: Teacher education and training . The role of Language 

in Black education. Education research programme number 6. 

Pretoria: Human Sciences Research Council. 

Webster N. 1954: 

encyclopedia. 

Webster's comprehensive reference dictionary and 

New York: The World Publi shing Company. 



PLEASE NOTE: 

Dear Colleague 

- 200 -

APPENDIX 1 

The accompanying questionnaire should be completed by 

lecturers responsible for Northern Sotho at colleges of 

education. 

I am working towards a Master of Education degree at Vista University. 

The di ssertation covers the problems encountered i n the teaching of 

Northern Sotho at colleges of education. 

The obj ective of this questionnaire is to determine the problems in the 

teachi ng of Northern Sotho. The object is to identify the problems and 

to suggest possible strategies which could be of assistance to Northern 

Sotho lecturers at colleges of education and anyone who is concerned with 

Northern Sotho subject didactics. Your assistance in this matter wm be 

highly appreciated. 

Please answer all questions to enable the researcher to achieve the above

mentioned objective. Some questions require a very brief explanation. 

Where applicable indicate your answer with a cross. 

The answers given on the questionnaires will be treated confidentially and 

be used only for research purposes. Since you are not required to write 

your names, please take the opportunity to express your opinions freely. 

Thank you i n advance for your co-operation. 

Yours sincerely 

L.J. NTSOANE 
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A SURVEY OF THE PROBLEMS ENCOUNTERED IN THE TEACHING AND LEARNING 
OF NORTHERN SOTHO AT COLLEGES OF EDUCATION 

QUESTIONNAIRES TO BE COMPLETED BY NORTHERN SOTHO LECTURERS 

NB. (a) 
(b) 

You are requested to answer all questions 
Where applicable indicate your answer with a cross 

QUESTIONS FOR OFFICE USE ONLY 

RESPONDENT NUMBER 

CARD NUMBER 

SECTION A 

1. BIOGRAPHICAL INFORMATION 

1.1 Which post are you holding at present? 

Lect urer 

Sen i or lecturer 

Other post (Specify) 

1.2 Indicate your home language 

Northern Sotho 

Venda 

Tsonga 

Other (Spec ify) 

1.3 What is your highest qualif icat i on 
i n Northern Sotho? 

Tra ini ng at a coll ege of educat i on 

Fi rst year level at uni vers i ty 

Second year level at univer s i ty 

Thi rd year level at university 

Honours degree 

Master ' s degree 

Doctoral degree 

.----
1 

f-----

2 

-
3 
-

,...--

1 
f----

2 
f---

3 
f---

4 
L--

.-----
1 

f---

2 
~ 

3 
f---

4 
f---

5 
1---

6 
1----

7 

V1 [I]] 01-03 

V2~ 

V3 D OS 

V4 D 06 

vs D 07 
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QUESTI ONS FOR OFFICE USE ONLY 

1.4 Indicate your hi ghest profess iona l 
qual i ficat i on 

None 

Teacher ' s diploma obta i ned at a 
college of educat i on 
Teacher ' s diploma obta ined at a 
university 
Bachelor of Educat i on 

r---

1 
f---

2 
f---

3 V6 
-
4 
-

Other (Specify ) . . . . . . . . . . . . . . . . . . . 5 

1 .5 Indicate your total number of years of 
nvolvement in the teach ing of Northern 

Sotho at a col l ege of education 

1 - 2 years 

3 - 4 years 

5 - 6 years 

7 - 8 years 

9 - 10 years 

More than 10 years 

1.6 Wh i ch class(es) are you teaching or 
have you been teaching at a college 
of education? 

.----
1 
-
2 
-
3 

- V7 
4 

c-----

5 

6 

.--
Secondary Teacher's Diploma first year 1 VB 

D 

D 

1--- f--

Secondary Teacher ' s Di ploma second year 2 V9 
f--- f-.-

08 

09 

10 

11 

Secondary Teacher's Diploma th i rd year 3 V10 12 
f-- f---

Other (Specify) . . . . . . . . . . . . . . . . . . . 4 V11 13 

1 .7 In your op1n1on is the training you 
received in Northern Sotho suitable 
for the classes you are teaching? 

Yes 

No 

'-- '---

.----
1 

f----

2 
V12 D 14 
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QU ES TIONS 

1. 8 Are you proud of you r profess i on? 

Yes 

ot real l y proud of i t 

No 

1 . 9 Mar i tal status 

Never marr i ed 

Marr i ed 

Separated 

Di vo rced 

Wi dowed 

1 . 10 Sex 

Male 

Female 

SECTION 8 

2. DIDACTIC THEORY 

2 .1 Do you regard the lack of the didactic 
theory for the teaching of Northern 
Sotho as a ma j or problem? 

Yes 

No 

Uncerta i n 

2 .2 Knowledge of the relationship between 
education and teaching is essential 
i n the teaching of North.ern Sotho 

Yes 

No 

Uncertain 

-
1 

;--

2 
-
3 

1---

2 
t---

3 
r---
4 
t--
5 

,.---

1 
t---

2 

r---
2 

r----
3 

-
1 
-
2 

r---
3 

FOR OFFICE USE ONLY 

Vl3 D 15 

V14 D 16 

V15 D 17 

V16 D 18 

V17 D 19 
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QUESTIONS 

2.3 Th e lecturer who knows didactic 
categor i es can descr i be the teach ing 
situation and consequently present 
lessons in an organ i sed way 

Yes 

No 

Uncertain 

2 . 4 The lecturer who is conversant with 
with di dact ic cr i ter i a normally teach 
i n such a way that the student teacher 
wi ll understand the learning content 

Ye s 

No 

Uncerta in 

2 .5 Indicate your op1n1on regarding the 
prescribed learning content 

.--
1 

!-----

2 
,---

3 
-

t---
2 

1--

3 
'---

The learning content is very simple 1 

The learning content is very difficult 2 

-
The learning content is suitable 3 

2.6 When preparing for a didactic 
situation do you ensure that the 
teaching form that you select is in 
harmony with the learning content? 

Yes 

No 

Not always 

2 .7 I n your everyday teaching are you 
guided by didactic principles? 

Yes 

No 

Not always 

-

-
1 

-
2 

!-----

3 

1--

2 
-
3 

.. 
FOR OFFICE USE ONLY 

V18 D 20 

V19 D 21 

V20 D 22 

V21 D 23 

V22 D 24 
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-

QUESTIONS FOR OFFICE USE ONLY 

2.8 The di dact ic model i s essent i al for 
effect i ve teach i ng and learning 

r--

Yes 1 
1---

D No 2 V23 25 
1---

Not always 3 
..__ 

SECTION C 

TEACHING PROBLEMS AND STRATEGIES 

3 . SYLLABUSES 

3 . 1 Do the syllabuses offer suff ici ent 
cha llenge to student teachers? 

r--

Yes 1 
t--

D No 2 V24 26 
t--

Unable to express an opinion 3 
'----

3.2 I s the content of the syllabus too 
easy for student teachers? 

r--

Yes 1 
-

D No 2 V25 27 
:--

Unable to express an opinion 3 
'----

3 . 3 I s the content of the syllabuses, 
on the whole, too diff icult for 
student teachers? 

r--

Yes 1 
f--

D No 2 V26 28 
1---

Unable to express an opin i on 3 
..__ 
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QUESTI ONS FOR OFFICE USE ONLY 

3 . 4 Are you sat i sf i ed wi th the fact that 
I the Northern Sotho syllabuses have 

been wr i tten i n Engl i sh? 
r--

Yes 1 
f-.--

D No 2 V27 29 
1--

Unable to express an op i nion 3 
......_ 

3.5 Do you f i nd i t easy to translate 
concepts which are i n the syllabuses 
from Engl i sh to Northern Sotho? 

-
Yes 1 

1---

D No 2 V28 30 
1--

Unable to express an op i nion 3 
'-

3 . 6 Are you sat i sfied wi th the fact that 
common syllabuses are used for all 
African Languages taught at colleges 
of education? 

.-----
Yes 1 

1---

D No 2 V29 31 
f---

Unable to express an op i ni on 3 
'-

3. 7 Is the content (subject matter) 
repeated so often in consecutive 
years that student teachers lose 
i nterest? 

....-
Yes 1 

1--

D No 2 V30 32 
1--

Unable to express an opinion 3 
'----

3 .8 Comment on anything with regard to 
the syllabuses which i n your opinion 
i s a problem 

o 0 o I 0 o 0 0 0 o o I I I 0 I I 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 I 

[] D V31 33 
0 t 0 1 1 0 o 0 0 0 0 t 0 0 0 1 0 0 0 0 0 1 0 I 0 I 0 0 0 I I I I I I 
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QUESTIONS 

4. TEXTBOOKS 

4 . 1 Do you have enough Northern Sotho 
textbooks? 

Yes 

No 

4 . 2 Are the textbooks which you use based 
on the present syllabuses? 

Yes 

No 

4. 3 Do all student teachers possess the 
prescr i bed textbooks and set-works? 

Yes 

No 

4.4 In your op1n1on is it import ant that 
colleges of education should be 
i nvolved in the choice of set-works 
for student teachers? 

Yes 

No 

Unable to express an opinion 

4 . 5 If yes, who should be involved? 

orthern Sotho lecturers 

Departmental Heads 

Vice Rectors 

Rectors 

.-----

1 

f-----

2 
'----

-
1 

f---

2 
r---
3 

r---

1 
-
2 
f---

3 
r---
4 

'----

FOR OFFICE USE ONLY 

V32 D 34 

V33 D 35 

V34 D 36 

V35 D 37 

V36 D 38 
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QUESTIONS FOR OFFICE USE ONLY 

4 . 6 Name the text books which you use i n 
the foll ow ing sub j ects 

-

B Northern Sot ho •• •• 0 ••• ••• • 0 ••• 0 • • 1 V37 39 
-

0 I 0 0 0 I 0 0 0 I 0 I 0 I I 0 0 0 0 0 I 0 I 2 V38 40 
-

Engl i sh 0 0 I I I 0 I 0 o o t I I I I 0 I t 0 I 0 I I 

~ D V39 41 
0 I I 0 I 0 I 0 0 0 0 0 0 I I I I 0 0 0 0 0 0 

Afr i kaans •••• 0 0 ••• • 0 • •• 0. 0 •••••• 

~ D V40 42 
0 0 I 0 0 I I 0 0 It I I I I I I I I I I I I 

5. ATTITUDE 

5. 1 Would you like teach ing Northern 
Sotho for the rest of your career 
as a teacher? 

Yes 

~ D V41 43 
No 

5 . 2 Do you somet i mes arrange or help i n 
the arrangement of educational 
excursions f or the Northern Sotho 
student teachers? 

Yes 

~ D V42 44 
No 

5.3 What i s the general att i tude of the 
other lecturers at the college 
towards Northern Sotho? 

-
Pos itive 1 

r--

D Negative 2 V43 45 
r---

Un able to express an opinion 3 
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QUESTIONS 

5.4 Do you th ink Northern Sotho and phys i 
cal sc i ence are of equal importance at 
the college or i n life generally? 

Yes 

No 

Unable to express an opinion 

r---

1 
r-----
2 

r-----
3 

'----

5.5 Do you somet i mes arrange dramas, debates 
and traditional dances for student 
teachers to enable them to have an 
i ncreased interest in Northern Sotho? 

Yes 

0 

6. APPROACH 

6.1 Do you always use Northern Sotho as 
a medium of teaching? 

Yes 

No 

6 .2 Do you sometimes use English or 
Afr i kaans to clarify certain concepts 
which are found in the syllabuses? 

Yes 

r-----
2 

-
1 

-
2 
-

FOR OFFICE USE ONLY 

V44 D 46 

V45 D 47 

V46 D 48 

0 

~21 ~ V47 49 D 
6.3 In your op1n1on do student teachers 

rece i ve enough guidance with regard 
to the various methods that can be 
i mplemented in the teach i ng of 
Northern Sotho? 

Yes 

No 

Unable to express an opinion 

-
1 

-
2 

-
50 V48 D 

3 
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QUESTIO NS 

6 . 4 Do student t eache r s rece i ve adequate 
gu i dance to enabl e them to i nterp ret 
syll abuses ? 

Yes 

No 

Unable to express an opinion 

6 . 5 Does t he st udent teacher ' s gu i dance 
at the college equi p hi m to be ab l e 
to comp il e a scheme of wo r k? 

Ye s 

0 

Un ab le to express an op i ni on 

6 . 6 At what stage do you cons i der i t 
exped i ent that student teachers 
should start rece i vi ng gu i dance 
i n methodology? 

From the f i rst yea r of study 

From the second year of study 

Du r i ng the th i rd year of study 

7. STANDARDISATION 

7 . 1 Do some student teachers use 
unstandard i sed l anguage at your 
coll ege? 

Yes 

No 

7. 2 Do you adv i se such student teachers 
to read as many books as possible 
to solve the i r language problem? 

Yes 

No 

r--

1 
1--

2 
1--

3 

-
1 

r----
2 

1--

3 

.-----
1 

1--

2 
~ 

3 

.------
1 

1--

2 

.----
1 

-
2 

FOR OFFICE USE ONLY 

V49 D 51 

V50 D 52 

V51 D 53 

V52 D 54 

V53 D 55 
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QUESTIONS 

7.3 If no, how do you help them to solve 
the ir problem? 

0 . t t 0 0 0 0 0 0 0 0 0 I 0 0 0 t 0 0 0 0 0 0 0 0 0 0 0 0 0 t t 0 0 

7.4 How often do you gi ve student teachers 
ass i gnments that will compell them to 
use Northern Sotho Orthography and 
term inology Number 4? 

Once or twice per year 

More than twi ce 

.---
1 
i--

2 
r---

1 usuall y do not give them such an 3 
ass i gnment ~ 

8. TEACHING PRACTICE 

Please indicate how important you consider each 
of the following statements with regard to the 
present system of teaching practice. Please 
note that: 

1 = 
2 = 
3 = 
4 = 

Very i mportant 
Fairly i mportant 
Of little importance 
Unimportant 

8 .1 Th e system of student teach i ng 
practice in terms of which pupils 
are brought to the college occurs 
i n relatively unreal c i rcumstances 

Very i mportant 

Fairly important 

Of li ttle i mportance 

Unimportant 

r--

1 
f--
2 
-
3 
f--
4 

FOR OFFICE USE ONLY 
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8 . 2 Dur i ng teach i ng pract i ce per i od student 
teachers do not have the opportun i ty of 
l earn i ng to handle all the demands made 
upon a teacher dur i ng a normal school day 

Very i mportant 

Fa i rly important 

Of l i ttle i mportance 

Uni mportant 

8 .3 The per iod allowed for teach i ng 
pr act i ce i s too short to orientate 
student teachers adequately i n 
respect of the di dact i c s i tuat i on 
they wi ll face when they teach on a 
full-t i me bas i s 

Very i mportant 

Fa i rly important 

Of little importance 

Un i mportant 

8 . 4 Are you in favour or a longer teaching 
pract i ce period than it is at present? 

Yes 

,---

1 
f----

2 
f---

3 
f---

4 
'---

,---

1 
,.._._ 
2 

f---

3 
f---

4 
.....__ 

FOR OFFICE USE ONLY 

V58 D 56 

V59 D 57 

D 58 ~21 ~ V60 No 

8 .5 If yes, would you recommend that this 
longer per i od be implemented: 

r---

at the beginning of the third term 1 
of the first year of study f---

at the beginning of the first term 2 
of the second year of study ,___ 
at the beginning of the second term 3 
of the second year of study ~ 
at the beginning of the third term 4 
of the second year of study ---

5 
- Any other time . . . . . . . . . . . . . . . . . .____ 

V61 D 59 
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8.6 In many cases valuable time i s "wasted " 
because work that the student teachers 
have taught must be re-taught when 
they leave 

Very important 

Fairly important 

Of little i mportance 

Unimportant 

8 .7 Pupils generally do not have much 
respect for student teachers because 
they are seen as students and not as 
future teachers 

Very i mportant 

Fairly i mportant 

Of little i mportance 

Unimportant 

8.8 In many cases, student teachers do 
not receive proper guidance during 
teaching practice period 

Very i mportant 

Fairly i mportant 

Of little i mportance 

Unimportant 

8 . 9 Student teachers are somet i mes made 
to feel unwelcome at schools and 
ar e often treated as in truders 

Very i mportant 

Fa ir 1 y i mportant 

Of little importance 

Unimportant 

r---
2 
r--
3 

1----

4 

1--

2 
r---
3 

r---
4 

.----
1 
-
2 

r---

3 
r---
4 

.----
1 

1--

2 
-
3 
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9 . MICROTEACHING 

9. 1 Do you have suff ici ent equ i pment that 
enable you to i mp l ement mi croteach ing 
prog r ammes f ul ly at you r coll ege ? 

~ 

Yes 1 

D ,____ V66 68 
No 2 

'---

9 .2 Does you r college have enough rooms 
that are su i table for mi croteach i ng 
pract ice and repla y-d i scuss i on 
groups ? 

r--
Yes 1 

D 1-- V67 69 
No 2 

'---

9 . 3 Does your college have access to a 
suff i c i ent number of pupils for 
use dur i ng mi croteach i ng sett i ngs? 

Yes 

~ D V6B 70 
No 

9 . 4 Do you have adequate number of 
techn i cal staff to ma i ntain and 
set up mi croteaching equipment? 

-
Yes 1 

D r-- V69 71 
No 2 

'---

9 . 5 Does your college make suffic i ent 
t i me ava i lab l e for the full use of 
mi croteach i ng? 

,.---

Yes 1 

D 1-- V70 72 
No 2 

'---
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9.6 Does the numbers of student teachers 
const i tute a problem during micro-
teaching sett ings? 

:---
Yes 1 

D :--- V71 73 
No 2 

~ 

9.7 Do you have enough and su i table 
microteach ing reference materials? 

:---
Yes 1 

D r-- V72 74 
No 2 

'---

10. TEACHING AIDS 

1 0. 1 Teach ing a i ds are not freely ava il able 
or too much organisation i s required 
to obta i n the ava i lable teaching ai ds 
for use 

..-
Yes 1 

D r-- V73 75 
No 2 

...___ 

10.2 Are you sat i sfied with the teaching 
a i ds that are available at the 
college? 

Yes 

~ D V74 76 
No 

10 . 3 Do you use teaching aids when you 
teach every lesson? 

:----

Yes 1 

D r-- V75 77 
No 2 

...___ 

10.4 Do you effect i vely use the media 
centre at your college? 

....--
Yes 1 

D r---- V76 78 
No 2 



- 21 6 -

QUESTIONS FOR OFFICE USE ONLY 

11. STRATEGIES OF TEACHING 

Ind icate how often do you us e the follow i ng 
strateg i es of teach ing 

11 . 1 Strategy of teaching according to an 
accountable didactic theory 

r-
Always 1 

j--

D Sometimes 2 V77 79 
r--

Never 3 
,___ 

11.2 Strategy of teaching according to 
aims and object i ves 

r-
Always 1 

j--

D Sometimes 2 V78 80 
j--

Never 3 
'----

11 . 3 Strategy of harmonising content and 
form 

,...----
Always 1 

r--

D Sometimes 2 V79 81 
r--

Never 3 
~ 

11 . 4 Strategy of teaching by example 
:----

Always 1 
1--

D Somet imes 2 V80 82 
r--

Never 3 
,___ 

11.5 Strategy of teach ing by demonstration 
r-

Always 1 
f--

D Somet imes 2 V81 83 
f--

Never 3 
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11 . 6 St rategy of concept teach ing 

Always 

Somet imes 

Neve r 

11. 7 The f unct i onal- i nduct i ve approach 

Always 

Somet i mes 

Never 

12 . EVALUATION 

12. 1 How often do you gi ve wr i tten work to 
student teachers? 

Once per week 

Once per fortnight 

Once per month 

Othe r (Spec ify) 

12 . 2 Do you test student teachers regularly? 

Yes 

No 

12.3 Do you return wr i tten work to student 
teachers promptly? 

Yes 

Not always 

No 

r---
2 

1--

3 
'---

.---
1 
-
2 

1--

3 

.--
1 

r---
2 

r---
3 

4 
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V83 D 85 

V84 D 86 
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r--

1 
r--
2 

t---

3 

V86 D 88 
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12.4 Do you discuss the general mistakes 
made by student teachers in class 
to avoid repeti t ion of such mistakes? 

....----
Yes 1 

1--

D Somet i mes 2 V87 89 
1--

No 3 
'----

13. CO.ENTS AND SUGGESTIONS 

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

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

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

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

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

THANK YOU VERY MUCH FOR YOUR TIME SPENT 

WHEN COMPLETING THIS QUESTIONNAIRE 
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PLEASE NOTE: The accompany ing questionna ire should be completed by 

Secondary Teachers ' Dip 1 oma student teachers who study 

Nort hern Sotho at colleges of education. 

Dear Student 

I am working towards a Master of Educat i on degree at Vista University. 

The disser tat i on covers the problems encountered in the teaching of 

No rthern Sotho at colleges of educat i on . 

The objective of th i s quest i onna i re i s to determ i ne the problems in the 

teach ing of Northern Sotho . The ob ject i s to i dent i fy the problems and 

to suggest poss i ble strateg i es , wh i ch could be of ass i stance to Northern 

Sotho lecturers at co lleges of education and anyone who i s concerned with 

No rthern Sotho subject didact ic s . Your ass i stance in this matter will be 

highly apprec i ated . 

Please answer all quest i ons to enable the researcher to achieve the above

mentioned object i ve. Some quest i ons requ ire a very br i ef explanation. 

Where appl i cable indi cate your answer with a cross. 

The answers given on the questionna ires will be treated confidentially and 

be used only for research purposes. Since you a re not required to write 

your names , please take the opportunity to express your opinions freely. 

Thank you i n advance for your co-operati on . 

Yours sincerely 

L. J . NTSOANE 
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QUESTIONNAIRE TO BE COMPLETED BY SECONDARY TEACHERS' DIPLOMA 
STUDENT TEACHERS 

NB . (a) 
(b) 

Please answer all questions 
Where applicable indicate your answer with a cross 

QUESTIONS FOR OFFICE USE ONLY 

RESPONDENT NUMBER 

CARD NUMBER 

SECTION A 

BIOGRAPHICAL INFORMATION 

1 . 1 Mar i tal status 

ever married 

arried 

Separated 

Divorced 

Widowed 

1.2 Sex 

Male 

Female 

1.3 Home language 

Northern Sotho 

South Sotho 

Tswana 

Venda 

Tsonga 

Other (Specify) 

V1 ITIJ 01-03 

V2 004 

..----

1 
1---

2 
-
3 V3 

-
4 

f---

5 
'--

..----
1 

1--- V4 
2 
L-

..----
1 

1---

2 
1---

3 
f--- vs 
4 

,...___ 
5 

1---

6 
'---

D 

D 

D 

05 

06 

07 
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1. 4 Wh i ch language i s wi dely spoken at 
your home? 

r--

No r t hern Sotho 1 
r---

Tswana 2 
r---

Tsonga 3 
r---

Venda 4 

D r--- V6 08 
South Sotho 5 

~ 

Engl i sh 6 
-

Afrikaans 7 
,...----

Ot her (Spec ify) 0 •• • • • •• •• •• 0. ' •••• 8 
'---

1. 5 Which l anguage i s wi dely spoken at 
you r college? 

r---

Northern Sotho 1 
r--

South Sotho 2 
1--

Tswana 3 

D - V7 09 
Venda 4 

-
Tsonga 5 

,_ 
Other (Specify) 0 0 0 0 I 0 0 0 0 I 0 0 0 0 0 0 0 0 0 6 

'---

1. 6 Area of hi gh school attended 
....----

Urban 1 

D - VB 10 
Rural 2 

-

1.7 Type of high school attended 

Pub 1 i c schoo 1 

~ D V9 11 
Pr i vate school 



- 222 -

QUESTIONS FOR OFFICE USE ONLY 

1. 8 Matr iculat i on status 
-

Sen i or certificate 1 
,..---

D Conditional exempt i on 2 V10 12 
,...___ 

Full matricul at i on exempt i on 3 
'----

SECTION B 

DIDACTIC THEORY 

2. Does your syllabus for education 
make provis ion for the study of the 
following: 

2 . 1 Didact i c categories 
-

Yes 1 
,..---

D 0 2 V11 13 
f-

Uncertain 3 
'---

2.2 Didact i c cr i ter i a 
-

Yes 1 
-

D No 2 V12 14 
,..---

Uncertain 3 
'----

2 . 3 Di dact ic pr inciples 
-

Yes 1 
-

D No 2 V13 15 
,..---

Uncer ta i n 3 
'--

2.4 Teaching methods 
r--

Yes 1 
r--

D No 2 V14 16 
r--

Uncerta in 3 
'---
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2.5 Lect urer s pr esent l essons i n an 
orga ni sed way 

Yes 

Not always 

No 

2 .6 Lecturers reduce the learn i ng content 
to that wh i ch i s i mportant and 
absolutely essent i al 

Yes 

Not always 

No 

2 .7 Lecturers explain the subject matter 
so clearly that learning takes place 

Yes 

Not always 

No 

2 . 8 Lecturers are usually sympathetic 
towards student teachers 

Yes 

Not always 

No 

2.9 Lecturers adjust their tempo to the 
needs of the class 

Yes 

In most cases 

No 

-
1 

-
2 
~ 

3 

-
1 
-
2 
f--

3 

-
1 
~ 

2 
:---
3 

.----
1 

-
2 
-
3 

-
1 

-
2 

,__ 
3 

FOR OFFICE USE ONLY 
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SECTION C 

TEACHING PROBLEMS AND STRATEGIES 

3. SYLLABUSES 

3.1 Do you regard the Northern Sotho 
learning content as easy for you? 

Yes 

Not really 

No 

3.2 Does the learning content offer you 
sufficient challenge? 

Yes 

ot always 

No 

3.3 Is the learning content too difficult 
for you? 

Yes 

0 

4. TEXTBOOKS AND SET -WORKS 

4. 1 Which textbooks are you using at 
present? List them 

Northern Sotho 

English 

Afrikaans 0 ° 0 I I I 0 0 0 0 I I 0 I I 0 I I I I t I 

0 t 0 0 0 t tIt 0 I 0 I It 0 0 0 Itt 0 

FOR OFFICE USE ONLY 

-
1 
~ 

2 
1--

3 

-
1 
~ 

2 
r-----
3 

r---

1 
1--

2 

V20 D 

V21 D 

V22 D 

t]21 ~ V23 D 
D V24 D 
D V25 D 

22 

23 

24 

25 

26 

27 
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4.2 Do you have all t he prescr i bed 
tex tbooks? 

r--

Yes 1 

D ;-- V26 28 
No 2 

.______ 

4. 3 Do the prescr i bed textbooks comply 
with the requirements of the syllabus? 

r-

Yes 1 
-

D Uncerta in 2 V27 29 
-

No 3 
-

4.4 Indicate the standard of prescr i bed 
textbooks 

-
Too diffi cult 1 

-

D Too s imple 2 V28 30 
-

Suitable 3 
-

4.5 Do you have all the prescribed set-
works? r-

1 

D Yes f--- V29 31 
2 

No .._____ 

5. ATTITUDE 

5. 1 Do you enjoy studying Northern Sotho? 

Yes 

~ D V30 32 
No 

5.2 Have you been forced by circumstances 
to do Northern Sotho? 

r--

Yes 1 

D 1--- V31 33 
No 2 
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5 . 3 Would you choose Northern Sotho as one 
of your major subjects when you study 
for a degree? 

-
Yes 1 

D ,.----- V32 34 
No 2 

'---

5.4 Do you have the i nterest of teach ing 
Northern Sotho af ter qualifying as a 
teacher? 

-
Ye s 1 

D ,.----- V33 35 
No 2 

'---

5.5 In your op ini on i s Northern Sotho a 
useful sub ject? 

Yes 

~ D V34 36 
No 

5.6 Do you think student teachers who 
do Physical Sc i ence at your college 
are regarded as more i mportant than 
those who do Nort hern Sotho? 

-
Yes 1 

D ,.----- V35 37 
No 2 

'----

5.7 How often are educational excursions 
arranged for those who are doing 
Northern Sotho? 

-
More than once per year 1 

-

D Once per year 2 V36 38 
r---

Neve r 3 
'----
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5 . 8 Do you have in te rest i n ext ra-mural 
act ivi t i es such as No r the rn Sot ho 
dr amas and trad iti onal dances ? 

Ye s D D V37 39 
No 

5.9 Are Northe rn Sotho per i ods somet i mes 
used by other l ecturers to teach 
th e ir sub j ects? 

r---

Yes 1 

D r--- V38 40 
No 2 

'---

5. 10 In your op ini on do other lecturers 
and the ir student teachers regard 
No r the r n Sotho as a s i mple subject? 

r--

Yes 1 

D 1-- V39 41 
No 2 

6. APPROACH 

6 . 1 Do Northern Sotho lecturers somet i mes 
use Engl i sh or Af ri kaans textbooks 
when teach i ng? 

Yes D D V40 42 
No 

6 .2 Are you somet i mes requ i red to use 
Engl i sh or Afr i kaans textbooks when 
prepar i ng for a test or exami nat i on? 

Yes 

~ D V41 43 
No 
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7. STANDARDISATION 

7. 1 Are you somet i mes given ass i gnments 
that require you to use the pub li-
cation called the Northern Sotho 
Term inology and Orthography number 4? 

Yes 

~ D V43 45 
No 

7. 2 Are you aware of the existence of 
the above- named publication? 

Yes 

~ D V44 46 
No 

7.3 Do you use the No r thern Sotho 
dictionary written by D. Ziervoge l 
and P.C. Mokgokong? 

Yes 

~ D V45 47 
No 

7.4 Do your Northern Sotho lecturers 
encourage you to read many books 
to enable you to know the standard 
Northern Sotho? 

Yes 

~ D V46 48 
No 

8. TEACHING PRACTICE 

8. 1 Do you usually receive gu i dance 
with regard to the planning and 
preparat ion of lessons? 

Yes 

~ D V47 49 
No 



- 229 -

QUESTIONS FOR OFFICE USE ONLY 

8 . 2 Do you formulate an object ive or 
objectives for every lesson? 

r--

Yes 1 
I--

D Not always 2 V48 50 
-

No 3 

8.3 Do you explain concepts in your 
Northern Sotho lessons? 

r--

Yes 1 
1--

D Not always 2 V49 51 
-

No 3 
-

8.4 Do you allow your pup i ls to be fully 
i nvolved in your Northern Sotho 
lessons? 

Yes 

~ D V50 52 
No 

8.5 Do you ask quest i ons during your 
lessons? 

r--

Yes 1 
I--

D Not always 2 V51 53 
I--

No 3 
....___ 

8.6 As the lesson develops do you write 
chalkboard summar i es? 

-
Yes 1 

r--

D Not always 2 V52 54 
I--

No 3 
'--
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8 . 7 Do you use teach i ng ai ds when teach i ng? 

Yes 

Not always 

No 

8 .8 Do you give your pupils the opportun i ty 
to apply what they have learned? 

Yes 

Not always 

No 

8.9 Do you th i nk that school teachers are 
sat i sf i ed wi th the methods you are 
us i ng when teaching pupils? 

Yes 

Not always 

No 

8.10 Do you th i nk that pupils respect you 
j ust as much as they respect the i r 
teachers? 

Yes 

Not always 

No 

1---

2 
-
3 

-

1--

2 
1--

3 

;--

1 
1--

2 
1--

3 

1---

2 
1---

3 

FOR OFFICE USE ONLY 
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9. MICROTEACHING 

9 . 1 Are there enough rooms that are used 
for microteaching practice at your 
college? 

Yes 

~ D V57 59 
No 

9.2 Do you have a sufficient number of 
equipment such as television sets 
for use during microteaching sessions? 

,....---

Yes 1 

D r-- vsa 60 
No 2 

...____ 

9 . 3 Do you have sufficient and suitable 
reference materials for microteaching? 

Yes 

~ D V59 61 
No 

9.4 How often are you involved in micro-
teaching sessions at your college? 

....---
Once per week 1 

r-
Once per fortnight 2 

D - V60 62 
Once per month 3 

-
Other (Specify) t tIt t 0 t 0 I. t I I I 0 t tIt 4 

'----

to. TEACHING AIDS 

1 0. 1 In their teaching of Northern Sotho 
do lecturers use teaching aids? 

Yes 

~ D V61 63 
No 



I 
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10.2 How often do they use teach ing a i ds? 

Always 

Sometimes 

Never 

10.3 Do your Northern Sotho lecturers hand 
out lecture notes? 

Yes 

No 

11. STRATEGIES 

Make a cross opposite "Yes " or "No " to 
indicate the teaching strategy that your 
Northern Sotho lecturer often use 

11.1 The strategy of teach i ng by example 

Yes 

No 

11.2 Strategy of teaching by demonstrat i on 

Yes 

No 

11.3 St r ategy of concept teach ing 

Yes 

No 

11.4 Strategy of harmon i s ing content and 
form 

Yes 

No 

FOR OFFICE USE ONLY 

r-

1 
r----
2 

-
3 

-

-
1 

f---

2 

V62 D 

V63 D 

~21 ~ V64 D 

~21 ~ V65 D 
-
1 

-
2 

V66 D 

-
2 

V67 D 

64 

77 

66 

67 

68 

69 
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11.5 Other (Spec i fy) ........... . . . .... . 

12. EVALUATION 

12 . 1 How often are you given written work? 

Once per week 

Once per fortnight 

Once per month 

Other (Specify) 

12.2 Lecturers give test regularly 

Yes 

-
1 

r------
2 

1--

3 
1----

4 

FOR OFFICE USE ONLY 

V68 D 70 

V69 D 71 

No 
~21 ~ V70 D 72 

12.3 Lec turers return written work promptly 
.-----

Yes 1 
-

Not a lways 2 
~ 

No 3 

12.4 General mistakes made by student teachers 
are often discussed in class 

Yes 

Sometimes 

Never 

-

-
2 

1----

3 

V71 D 73 

V72 D 74 
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13. COMMENTS AND SUGGESTIONS 

• • ••••••••••••••••••••••• 0 •••••• 0 ••••••••• 

THANK YOU VERY MUCH FOR YOUR TIME SPENT 

WHEN CQWPLETING THIS QUESTIONNAIRE 
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