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INTRODUCTION TO THE THESIS 

 

This thesis  is a study of patterns of language attitudes and use among Xhosa 

home language speakers at the University of the Western Cape, South Africa.   

Eastern and Western Cape, form the largest language group or speech 

community on the campus.  The thesis presents a study of the patterns of 

language attitudes and use with which  Xhosa students enter the university, as 

well as patterns of change in language attitudes and use revealed by a 

longitudinal study of a smaller group of Xhosa students. The longitudinal part 

of the study tracked 20 students for three years, which is the minimum period 

Speakers of Xhosa, according to Statistics South Africa 2000, form the second 

largest speech community in South Africa (17.9% of the total population), 

second only to speakers of Zulu (22.9% of the total population).  The 

University of the Western Cape, which is situated just outside Cape Town,  

was originally intended to serve only the Coloured (mixed-race) population of 

South Africa.  Coloureds form the majority group in the population of the 

Western Cape, one of the nine provinces of South Africa.  In 1982, the 

university took the bold step of defying the apartheid regime, by opening its 

doors to students of all races.  Students from all over South Africa now attend 

the university, but Xhosa students, drawn mainly from the provinces of the 
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for the completion of a degree in the Faculty of Arts, from which they were 

drawn. 

 

The analysis of the students’ patterns of language use provides the background 

to the core of the study - their attitudes to the eleven official languages of 

 these attitude studies have concentrated on English.   There are 

a language spoken by only 9% of the population (Krige et al. 1994:2) gained so 

much power and prestige to become the dominant language of South Africa, 

and also how it maintains this power and continues to spread despite the fact 

that only 44% of the population understand it (Lund 1998:11).  ‘Understand’ 

here ranges from the ability to carry out instructions to reading a newspaper 

with comprehension.     Webb (1996) argues that this figure is even lower - 

South Africa: English, Afrikaans, Xhosa, Zulu, South Sotho, Pedi (North 

Sotho), Tswana, Swati, Venda and Ndebele.   The considerable impact of 

language attitudes on language vitality, language policy and language 

acquisition in multilingual societies has led to the growth of language attitude 

studies in South Africa. While some studies have focused on individual 

languages, others have attempted to elicit attitudes to a number of languages in 

the same study in order to compare attitudes towards these  languages. 

 

Many of

various reasons for this choice.  Sociolinguists have attempted to find out how 
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only 25%  - when one  looks at the issue of functional literacy in English 

among black South Africans (i.e. being able to use it effectively in public life). 

   McDermott (1998:111) dismisses as ‘particularly arrogant’ claims such as 

the following: 

• access to English is fundamental to African self-empowerment and to 

e

• t  ‘linguistically’ deprived. 

ay deem it equally arrogant to argue that black South Africans 

world of work; its role as the language of the struggle against apartheid in 

contrast to the role of Afrikaans as the language of oppression, and so on. 

 

Attitude studies on Black South African Languages have looked at their status 

among their users in terms of their educational, economic, social and cultural 

value. Studies on the educational status of these languages have revealed that, 

ntering the international arena; and 

hose who lack English competency are

 

But others m

need to change their attitudes towards their own languages and to stop desiring 

English, when its advantages are daily paraded before them by the prestige and 

status of those who use it.   Webb and Kembo-Sure (1999:16) give what they 

consider ‘fairly self-evident’ reasons why black South Africans esteem English 

so highly - its status as the major world language; its provision of access to 

almost all sources of knowledge and entertainment; its dominant role in the 
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while academics and teachers tend to agree that increased use of African 

languages in education is beneficial for learners, the general public perception 

is that increased mother-tongue education is inferior education.  This attitude 

stems, in part, from the policies of the former apartheid regime, which wanted 

to divide blacks by emphasizing differences between their languages and 

uage in education 

p

f

t

c

Africans understand that when the same policy, i.e. mother- 

tongue education, is advocated once more it is for quite 

different reasons. 

 

Politics motivated the ANC-dominated government’s decision 

to give 11 languages official status.  All the major languages in 

cultural practices, and which elevated the use of the mother-tongue in 

education without also giving learners sufficient access to the languages of 

power, higher education and professional employment.  The past and present 

situation regarding mother-tongue education in South Africa is summed up 

succinctly by de Wet and Niemann (1999:93): 

In many ways the National Party’s lang

olicy for Blacks, with its emphasis on the mother-tongue in the 

irst years of schooling, was a sound educational policy, but for 

he wrong reasons.  Language in education policy was used to 

onfirm racial separateness.  It will be difficult to make South 
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the country were given equal status in the spirit of democracy.  

Although this decision has educational merit, the masses prefer 

English as MOI, because of the association of mother-tongue 

education with oppression, as well as the belief that indigenous 

African languages have no economic, academic and social 

value. 

 

While studies have been carried out to measure white attitudes towards English 

attempting to change attitudes towards the language.  However, the change 

may also be caused by people who previously denied their Afrikaans 

backgrounds now feeling free to acknowledge it, particularly the Coloured 

population of the Western Cape Province, or those who were forced to move 

out of an Afrikaans-speaking area to be resettled in their separate ethnic 

homelands. 

and Afrikaans, most notably the study carried out by Hauptfleisch (1977),  

there have also been a few studies on attitudes towards Afrikaans among black 

South Africans,  and the focus here has been on attitudes to Afrikaans in pre- 

and post-apartheid South Africa.  Clearly, there have been changes in attitudes 

towards Afrikaans (Young et al. 1991), but the energetic actions of its 

protectors, most notably the Suid-Afrikaans Akademie vir Wetenskap en Kuns 

(South African Academy for Science and Arts), may have a role to play in 
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One conclusion some current researchers have come to is that  Afrikaans and 

the Black South African Languages need to re-define their roles in the face of 

the perceived and real importance of English in the lives of the majority of 

South Africans, and many of the current debates around language policy in 

South Africa focus on this re-definition of roles.  However, there are also those 

nceptual issues 

1. Language Attitudes: Gardner (1982:132) gives strong support to Allport's 

(1954:45) definition of attitude as ‘a mental and neural state of readiness, 

organized through experience, exerting a directive or dynamic influence upon 

the individual's response to all objects and situations with which it is related’ 

because this definition, particularly in the context of language, means that 

attitudes ‘influence individuals' responses to attitude objects or situations, not 

who argue that South Africa’s indigenous black languages need to play much 

bigger roles in domains like education and employment.  The final chapter of 

this thesis considers what implications the findings of this study have for some 

of the common assumptions on language in post-democratic South Africa. 

 

 

I.  The principal conceptual issues affecting this thesis 

In this section of the Introduction to the thesis, the principal co

affecting the thesis are defined and briefly discussed. 
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that they determine them’ (my italics).  Bosch and de Klerk (1996:232) define 

attitudes as ‘deep-seated and private...often distinguished from consciously 

held opinions, which are more public, more dependent on the context of 

elicitation and more easily expressed, and possibly more easily swayed by 

external influences’.   

odifies these definitions in terms of the multi-

these patterns.  

 

2. Language Use:   Apart from this focus on attitudes, the study also looks at 

the actual language experiences as indicated by the respondents to the study, 

with a particular focus on the specific domains in which they use languages 

(Fishman 1965), i.e. the areas in which particular languages are used, e.g. the 

 

My understanding of attitudes m

componential model proposed by Triandis (1972) and others - that there is a 

cognitive element, an affective element and a behavioural element to attitudes 

(see pp. 23-26 of Chapter One).    This study looks for patterns in the ways in 

which respondents rank the different languages in terms of national status, 

symbolic value and in education, for their affective reactions towards particular 

languages in particular situations and for the ways in which they say they 

behave or would behave towards a language in particular situations.   In 

addition, the study looks for patterns of change in attitudes and the reasons for 

 
 viii 



 

home, in education, in employment, etc. (see p.13 of Chapter One).  While 

people may hold specific attitudes to languages which will either positively or 

negatively influence how well they learn those languages (Roos 1990:27), or 

express distinct preferences for the languages they wish to use in different 

situations (Eastman 1992:111), their actual language use may very well 

Speech Community:  A speech community shares ‘rules for the conduct and 

members of the Xhosa speech community at the University of the Western 

Cape and the way in which they respond to language-related issues, two other 

speech communities also need to be taken into account, because of their direct 

impact on the language attitudes and practices of these Xhosa students.  Firstly, 

there is the larger speech community  formed by the students of the University 

of the Western Cape, who use English as their main common language or 

contradict their language attitudes and preferences.   Black people in South 

Africa, for example, may reveal strong negative attitudes towards Afrikaans 

because of its political connotations, but may actually be highly competent 

users of the language, especially if they grew up on white-owned farms in rural 

areas (de Klerk 1996:26).  The  study looks for further evidence of this 

contradiction between language use and attitudes. 

 

3. 

interpretation of speech: and rules for the interpretation of at least one 

“linguistic variety”’ (Hymes 1972:52).  While the focus of this study in on 
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lingua franca (Samarin 1962:54).   This community contains a number of 

smaller speech communities, such as the majority Xhosa-speaking group, the 

substantial numbers of  English and Afrikaans or bilingual English/Afrikaans 

speakers,  and the remaining small pockets of speakers of other black South 

African languages.   Secondly, there is the broader Xhosa speech community 

Multilingualism:  Multilingualism, according to Edwards (1994:1), arises 

and cultures.  There are certainly many conflicting views on this issue.  Gough 

(1994:40) argues that multilingualism ‘...does not itself lead to mutual 

understanding and decolonisation’, while Alexander (1995:40) wants to see the 

‘systematic promotion of multilingualism via the schools and other institutions 

of socialisation (as) a pivotal component of national unity’.  

 

from which these Xhosa students are drawn, whose language practices, as will 

be shown in Chapter One, include several rural dialects as well as urban 

varieties. 

 

4. 

‘from the need to communicate across speech communities’.  Many of the 

students surveyed in this study could be considered proficient in two or more 

languages . A burning issue in education circles in South Africa at the time of 

this study is how, and even whether, to exploit this multilingualism as a 

resource to help students learn better and to foster respect for other languages 
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Despite the strong positive attitudes towards English that prevail in the black 

community in South Africa, there are also those among the intelligentsia who 

believe that English is not a neutral language but in fact one that prevents the 

majority of South Africans from fully participating in the economic, 

educational and democratic processes of the country by concentrating power in 

with its mission to promote all South 

official languages 

• fostering respect for and encouraging the use of other languages in the 

country and 

• encouraging the best use of the country’s linguistic resources 

in order to enable South Africans to free themselves from all forms of linguistic 

discrimination, domination and division; and to enable them to exercise 

the hands of an educated elite who had the benefit of excellent access to 

English.    

 

The Pan South African Language Board, 

African languages (Act No. 200 of the Constitution, 1996) was founded in 

1995 .  The position of this Board on multilingualism can clearly be seen from 

its mission statement (draft discussion document, June 1999:1): 

 

The mission of the Board is to promote multilingualism in South Africa by: 

• creating the conditions for the development of and the equal use of all 
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appropriate linguistic choices for their own well being as well as for national 

development. 

 

In that same year an important publication that seemed to respond to the 

government’s drive for equity for all languages, was published.  It is called 

Multilingual Education for South Africa (eds Heugh, Siegrühn and 

Multilingualism in South Africa (and elsewhere) is the norm, 

m

e

 

Languages in education can usefully be regarded as resources, not as 

obstacles to learning.  The study looks at attitudes to mother-tongues in 

education, particular as medium of instruction at schools and tertiary 

institutions in order to see whether the respondents participating in the 

study regard Black South African Languages as resources in education. 

   

• The first language (L1) is the primary medium for cognitive 

Plüddemann: 1995), and in its introduction it sets out the basic assumptions 

shared by all its contributing authors.  The main basic assumptions are briefly 

discussed here, as part of the purpose of this thesis is to critique them: 

 

• 

onolingualism the exception.  This study problematizes the issue of 

xactly how multilingual the respondents of this study are.  

• 
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development.  Most (if not all) of the respondents for this study came 

from the former Department of Education and Training Schools, set up 

specifically for black pupils in SA.   Heugh (1995) is particularly 

critical of the sudden transition from mother-tongue education to 

English for the teaching of content subjects after the first four years of 

s

c

s

n

r

s

a

p

 

African languages should be consciously promoted to enhance their 

status and to develop their corpus for purposes of acquisition.  The 

main issue is captured by Plüddemann (1997:25): ‘There is a general 

consensus that a key to the promotion of multilingualism in schools is 

the systematic elaboration, standardization and use of the African 

languages in education and society’.    This study examines 

respondents’ attitudes towards the standardization of African languages 

chooling in DET schools.   She and others believe that the problems 

aused by the transition to English and the relatively low economic 

tatus of black languages in South Africa further exaccerbated the 

egative perceptions about Black languages in education and stiffened 

esistance to the notion of using the mother-tongue in education.  This 

tudy specifically engages the respondents on this issue and their 

ttitudes to when English should be introduced in their education at 

rimary school. 

• 
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and the role of BSALs in SA society and education. 

 

• All learners should have meaningful access to English since it has 

unparalleled power and status in our society at present.  All the studies 

carried out with  black or coloured respondents in SA have indicated a 

s dominant

(

f

l

n

p

d

E

 

In a multilingual society such as ours, a form of additive bilingual 

education is the most viable option.   Edwards (1994:59) writes that 

additive bilingualism ‘occurs principally where both languages 

continue to be useful and valued’ while subtractive bilingualism 

‘reflects a society where one language is valued more than the other, 

where one dominates the other, where one is on the ascendant and the 

other is waning’.   This study attempts to describe the reality of the 

trong positive attitude towards English as the  language 

Ridge 1998:1) in South Africa.  Ridge clarifies his use of this term as 

ollows: ‘...the word dominant is used here to describe prime status as a 

anguage of choice for (H)igh functions.  A dominant language is not 

ecessarily dominating, in the sense of forcing other languages out or 

roviding an ideological filter through which their (lesser) worth is 

etermined’.  This study examines respondents’ attitudes towards 

nglish in the light of its current status in South Africa. 

• 
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language in education experiences of the respondents.  It also considers 

how applicable the concepts of additive and subtractive bilingualism 

are to the South African context.  

 

5. Language Planning and Policy:  South Africa's 1996 Constitution conferred 

l

r

s

t

 

This study considers the effects of past and present language policies on the 

respondents’ language use and attitudes. 

 

 

 

 

official status on the eleven major languages in the country, and PANSALB 

was mandated to effect language planning and policies which would help to 

promote all these languages. Each of these languages should (according to the 

1996 constitution) enjoy equal rights, but, as Young (1996:65) points out, 

 ...politicians' apparent leaning towards having one major 

anguage (English) as an instrument for nation building, 

econciliation, communication and education...will have 

ignificant bearing on the development or survival of the other 

en national languages. 
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II. Research Aims/Objectives 

The focus of this study is two-fold.  Firstly, it studies patterns of language use 

and attitudes with which a particular group of Xhosa students entered tertiary 

education.  The area of focus is centred on respondents’ reported language use 

and proficiency, as well as their attitudes towards the general and educational 

change in language use and attitudes, 

determine whether there were any changes in their language attitudes and use, 

and which factors impacted on these patterns of change. The quantitative data 

for this part of the study consists of the 20 students’ responses to surveys 

conducted with them from 1996 to 1998 (entry to exit level), while the 

qualitative data consists of written work collected from this group at exit level 

and interviews with selected members of the group at second year and exit 

positions of English, Afrikaans, Xhosa and other Black South African 

Languages (BSALs)  in South Africa.   The quantitative data used for this part 

of the study comes from a survey conducted in 1996 with 198 Xhosa entry 

level students at the University of the Western Cape.    The qualitative data, 

derived from the same entry level group, consists of 60 essays and 25 

interviews. 

 

Secondly, the study analyses patterns of 

using 20 respondents drawn from the entry level group.   These 20 respondents 

were surveyed over a period of three years (1996 to 1998) in order to 
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level.    

 

The results of the study are likely to provide fresh evidence of the validity or 

weakness of some of the arguments put forward by academics and language 

policy makers about the key language issues that confront post-apartheid South 

sa 

s

•  Do these patterns persist or change over a period of three years? 

H  

a

a

 

The study’s initial hypothesis is  

• that Xhosa students enter university with particular patterns of 

language attitudes and use in place 

• and that they leave university with some attitudes further entrenched 

while others reveal slight to significant changes. 

 

Africa.  

 

The three research questions the thesis sought to answer are therefore : 

• What are the language attitudes and language use patterns of Xho

tudents at UWC? 

• ow do the answers to the previous two questions relate to common

ssumptions, theoretical orientations and methods of data collection in 

ttitude studies in South Africa and internationally? 
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This study is intended to be a contribution to research done into language 

attitudes in South Africa and countries with a comparable language history to 

South Africa.  In particular, it hopes to complement the research conducted by, 

among others, Schmiedt (1996), Siachitema (1985) and Rubagumya (1990) in 

the rest of Africa, and  research conducted in South Africa by, among others, 

 

and attitudes within one specific speech 

students with the academic literacy skills they needed to survive at university.  

Students from four faculties took the course in 1996, and therefore the course 

had a very representative body of students whose responses were likely to 

reflect those of the broader tertiary student community.   

 

The research methodology (see Chapter Two) uses the most popular method 

Webb (1992), Kamwangamalu (1995),  Barkhuizen(1996), Bosch and De 

Klerk (1996) and De Klerk (1998).  

 

 

III. Research Design 

As a study of patterns of language use 

community, the study confines itself to UWC, and specifically to Xhosa 

students drawn from the English 105 course at entry level.   English 105 (now 

known as English for Educational Development) is UWC's foundational 

academic literacy course.  The aim of the course is to provide first-year 
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used by attitude researchers, the survey questionnaire (Agheyisi and Fishman 

1970:142-3).  Triangulation of research data (Carranza 1982:81) is achieved 

through written data and interviews.  The survey questionnaires look at how 

students self-report their language acquisition and use, as well as their overt 

responses to the different South African languages in different social situations. 

 

llowing chapters: 

the study, together with an 

 

Two:  The research methodology is described in detail in this chapter.  

 

Three: This chapter is a critical analysis of the results of the 198 entry level 

students surveyed in 1996. 

 

 Follow-up interviews and written assignments explore the reasons underlying 

their reported patterns of use and attitudes, and also prove useful in probing 

more covert attitudes. 

 

 

IV. Structure of Thesis

The thesis consists of the fo

One: This chapter provides the background to 

analysis of the fundamental concepts underpinning it.  A survey of language 

attitude studies is also included in this chapter. 
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Four: This chapter is a critical analysis of the results of the 20 students 

surveyed over a period of three years from 1996-8, to explore patterns of 

change in language use and attitudes. 

 

Five: This chapter considers the conclusions reached by the study based on the 

prehensive bibliography and full set of appendices conclude the thesis. 

 

SA - South Africa/n 

UWC - University of the Western Cape. 

 

 

 

results of Chapters Three and Four, and the implications of these conclusions. 

 

A com

 

 

VI.  Abbreviations

The following abbreviations are used throughout the thesis: 

BSALs - Black South African Languages 

MOI - Medium of Instruction 

PANSALB - Pan South African Language Board 
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CHAPTER ONE 

BACKGROUND AND LITERATURE SURVEY 

 

1.1 Introduction 

South Africa is currently undergoing rapid transition from a society divided by 

the policy of separate development for blacks and whites (commonly known as 

apartheid) to a society where the enfranchisement of all its citizens means that 

e

p

o

s

s

b

o

 

The political changes in the country go hand in hand with societal changes.  From 

b

(Ridge 1998:3).  Many people retain a strong pride in their rural roots and the 

cultural values and traditions of earlier times, but urbanisation carries particular 

challenges to these values and traditions, particularly as urbanisation means being 

in close contact with speakers of other cultures, traditions and languages.  Van 

der Reis (1997:8) reporting on research conducted by the South African Bureau 

of Marketing Research, writes that modern, metropolitan black youth in particular 

i

quality and more equitable treatment can be enjoyed by all.  The coming to 

ower of the African National Congress and its leader Nelson Mandela in 1994 is 

ften seen as the start of this transition, but it has in fact been taking place 

teadily since the mid-1980s, when many of the more rigid aspects of apartheid, 

uch as state policies governing the education of black South Africans, began to 

e dismantled in response to powerful internal dissent and pressure from the rest 

f the world. 

eing largely a rural society, South Africa has become increasingly urbanised 

s at the cross-roads in the process of acculturation, but appear to be dealing with 
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this situation by embracing a mixture of traditional African and Western values.  

As this study will demonstrate, this process of adaptation also appears to be 

reflected in their language attitudes and use. 

 

In the Introduction to this thesis, the principal conceptual issues, together with the 

common assumptions of those academics and language activists who seek to 

promote multilingualism in South Africa, have been presented and briefly 

attitude research and the common assumptions about multilingualism in South 

Africa. 

  

In order to provide a context for the study, this thesis begins with a narrative 

which attempts to evoke what it is like to live in a complex multilingual society 

like South Africa.  It is against such a background that the patterns of language 

discussed.    When I set out on this research, I hypothesized that the momentous 

changes in the country were likely to exert powerful influences on the language 

attitudes of the respondents in the study.  In particular, I believed that respondents 

would reveal strong positive attitudes towards the indigenous Black South 

African languages (BSALs), and would want to see these languages playing 

stronger roles in South Africa, particularly in the domain of education.  I was also 

interested in finding out whether there had been any modification in attitudes 

towards the two former official languages of South Africa, viz. English and 

Afrikaans.  In the light of the actual findings of this study, the final chapter  of 

this thesis contains an evaluation of the validity of my hypothesis, past language 

attitudes and use, the core of this study, have developed.  A discussion of the 
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narrative will assist in clarifying the fundamental concepts which underpin the 

study, particularly with regard to language use, and the relationship between 

these concepts.  The study of attitudes as the central theme in the thesis will then 

be explored by giving an overview of international and South African language 

attitude studies.  Finally, the relevance of language attitude studies will be 

discussed. 

 

 

1.2 The Narrative 

The year is 1996, the third year of democratic governance in the new South 

A

U

N

t

a

h

l

home, is mainly monolingual in Xhosa, but has acquired some basic English 

expressions which help her to communicate with the local suppliers from whom 

she buys her goods.  Ntombi’s mother was raised in the Eastern Cape, a province 

of South Africa, which is where most Xhosa people in SA come from, and 

completed her primary school education up to grade seven mainly in Xhosa.  Her 

linguistic repertoire includes the ‘deep, rural’ variety of Xhosa she was raised in, 

t

frica.   Ntombi is a twenty-one year old entry level university student at the 

niversity of the Western Cape (UWC), situated near Cape Town, South Africa.  

tombi lives with her family in Khayelitsha, a sprawling, mainly impoverished 

ownship outside Cape Town inhabited by African people only.  When she gets up 

t about 5h30 every morning to prepare breakfast for the family, Ntombi wakes 

er family in an urban variety of Xhosa, the family’s mother-tongue or home 

anguage.   Ntombi’s mother, who runs a small ‘spaza’ (grocery) shop from their 

he urban vernacular form of Xhosa which she uses in the city, and some basic 
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English. 

 

Ntombi’s father, who was raised in Langa, one of the older black townships of 

Cape Town,  managed to complete three years of secondary school, which helped 

him to obtain a junior high school certificate.  He is employed as a bus driver on 

the route between Khayelitsha and central Cape Town.  As a result of exposure to 

two other South African languages which are used by many of the inhabitants of 

C

a

w

A

t

c

e

q

q

b

 

Ntombi’s siblings, fifteen year old Khaya and seven year old Lindiwe, also attend 

school, but not in Khayelitsha.  Her parents want a better education for her 

younger brother and sister than they believe can be provided by the under-

resourced township schools in Khayelitsha.  In particular, they would prefer 

Khaya and Lindiwe to get their education mainly in English, because their 

a

ape Town and its suburbs, he speaks some Afrikaans and some English.  He 

lso learned both of these languages at school as his second and third languages, 

ith Xhosa as his first language.  Despite his formal and informal acquisition of 

frikaans, he considers himself as bilingual in Xhosa and English rather than 

rilingual in Afrikaans, Xhosa and English, because he uses Afrikaans only in 

ertain isolated circumstances.  He uses English in interactions with his 

mployers and for all official purposes outside Khayelitsha.   If he were to be 

uestioned about his feelings about the three languages, he would probably be 

uite neutral in his attitude towards Afrikaans and very positive about English, 

ut refer to Xhosa as ‘the language of my heart’. 

ttitude is that this language holds the key to educational and career success in 



 

 
 5 

South Africa.   Consequently, Khaya and Lindiwe are both enrolled in English-

medium classes in  dual-medium (English and Afrikaans) schools in nearby 

Mitchell’s Plain.  Mitchell’s Plain is another working-class suburb of Cape 

Town, created specifically by the apartheid regime for the mixed-race (Coloured) 

population.  Khaya and Lindiwe are therefore exposed to both English and 

Afrikaans at their school.   While there are also other Xhosa-speaking children at 

the school,  they are far outnumbered by the Coloured children, who are 

b

l

K

c

p

 

Khaya, who has many Coloured friends, has become fairly fluent in both English 

a

c

s

himself into the dominant speech community at his school.  When he is with his 

Coloured friends, he sometimes pretends that he is Coloured also, and will 

answer in Afrikaans if anyone addresses him in Xhosa.  Khaya’s desire to be part 

of his peer-group at school has had a positive effect on his attitude to Afrikaans.  

His sister Ntombi has often told him of the time when Afrikaans was hated and 

reviled as ‘the language of the oppressor’ and when school-children marched in 

b

ilingual in English and Afrikaans and frequently code-switch between the two 

anguages.  However, the parents of these Coloured children share the view of 

haya’s parents that English is the key to unlocking future prospects for their 

hildren, and most of these children are in the English medium classes at the 

rimary and secondary school attended by Lindiwe and Khaya.  

nd Afrikaans, and his language use also exhibits the type of code-switching and 

ode-mixing between English and Afrikaans that is a common feature of the 

peech of his friends.   Khaya, a grade 9 learner, tries very hard to assimilate 

lack townships across the land shouting ‘death to Afrikaans’.  Although Ntombi 
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was just one year old at the time, she knows the history of 1976 and the Soweto 

riots, because she was taught about it at school by her teachers, many of whom 

were political activists during that period.  While she shares her father’s neutral 

attitude towards Afrikaans, she feel negative about white Afrikaners, whom she 

still identifies with the racist oppressors of her childhood. 

 

But Khaya cannot identify his Coloured peer-group with the racist oppressors of 

t

K

o

t

s

c

w

s

w

u

‘kwaai ou’, meaning ‘cool guy’. 

 

 Khaya’s illiterate, monolingual grandparents from Lovedale in the Eastern Cape 

speak a rural dialect of Xhosa, Ngqika, which is regarded by the family as the 

‘best’ Xhosa because it is one of the three dialects of Xhosa that developed into 

the standard Xhosa which is taught in school.  It is also the dialect used by their 

l

he past, and cannot see how Afrikaans can oppress him.  When he returns to 

hayelitsha in the afternoons, he sometimes finds it difficult to make friends with 

ther township boys, who ostracise children like Khaya who do not attend 

ownship schools.  Thus Khaya mainly plays with boys who, like him, attend 

chools elsewhere.  The speech of these boys who play together after school is 

haracterised by a lot of code-switching and mixing between English and Xhosa, 

ith some Afrikaans words added as well.    The boys also like to use ‘kwaito 

peak’ - a mixture of American English expressions, urban Xhosa and Afrikaans 

hich is used in ‘kwaito music’, which is the most popular music among young 

rban blacks.  The word ‘kwaito’ probably comes from the Afrikaans expression 

ocal minister in the Presbyterian church they attend.   As the grandparents are 
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illiterate, it is questionable whether their variety of Xhosa is exactly the same as 

the standardized version taught in schools.  When the grandparents visit the 

family, they feel concerned about the fact that Khaya likes to ‘show off’ his 

English to them, a behaviour which they regard as disrespectful, as Xhosa 

grandparents are normally only addressed in Xhosa by members of their family.  

Although they do not have particularly negative attitudes towards English, they 

feel that Khaya’s Xhosa is poor.  Khaya’s parents have agreed to send him to his 

g

 

In contrast to Khaya, little Lindiwe finds life much harder in grade 1.  As Lindiwe 

has spoken nothing but Xhosa since birth, she now finds herself having to learn in 

a second language - English.  Her teacher can only speak English and Afrikaans, 

and cannot communicate with her and this hinders the process of accommodation 

for Lindiwe.  Thus Lindiwe is mainly silent in class, but she is beginning to 

randparents in the Eastern Cape once he is 17, for the traditional initiation into 

Xhosa manhood, because the grandparents are concerned that he is losing his 

language and his culture.  During the annual visit of the grandparents, everyone 

in the family takes care to address them in ‘pure’ Ngqika, but as soon as they 

depart, the family revert to the urban variety of Xhosa which has developed in the 

black townships of Cape Town.  It is clear that the family feel somewhat 

ambivalent about the rural Xhosa of the grandparents.  On the one hand they 

associate it with traditional values and respect, but on the other hand it has little 

currency in the urban setting where they live, and the younger children struggle 

to speak it correctly.  

memorise English songs and recitations and has picked up a few phrases in 
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Afrikaans.  Lindiwe likes English much more than Afrikaans, because she has 

been exposed to the English used by her mother in her dealings with her suppliers 

since she was a little baby tied to her mother’s back.     Despite her difficulties, 

her parents consider her more fortunate than Ntombi, who did the first three 

grades of her primary education in Xhosa, and only then switched to English as 

medium of instruction.  Despite this policy, Ntombi’s primary and secondary 

school teachers at the schools she attended in Khayelitsha taught her nearly all 

h

a

 

Although Ntombi managed to gain a matriculation exemption (the university 

e

h

e

g

g

W

subjects are Xhosa, English for Educational Development, Psychology, History 

and Linguistics, and she would like to qualify as a teacher of History or Xhosa.  

Like many of her peers, she has been advised to do the foundational academic 

literacy course, known as English 105, in order to improve her English and 

academic study skills, because English is the de facto medium of instruction at 

UWC.  She is quite happy to do this course, because it teaches her how to read 

a

er subjects in a mixture of English and Xhosa.  However, Ntombi had to write 

ll her final examinations (except Xhosa first language) in English. 

ntrance qualification in South Africa), her parents feel that her grades would 

ave been much better if she had learned through the medium of English 

xclusively from grade one.  They also feel that she would not have had to repeat 

rades nine and eleven if her English had been better.  Nevertheless, they are 

lad that she has persevered and been accepted into the University of the 

estern Cape, an historically black university (HBU).  Ntombi’s entry level 

nd write in English at university and appears to be a lot easier to pass than her 
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other subjects. 

 

The student population at UWC speak many different languages, but speakers of 

Xhosa form the largest speech community, followed by speakers of English and 

Afrikaans.  Ntombi has mainly Xhosa-speaking friends at university, and seldom 

interacts informally with speakers of other languages.  But in one of  her smaller 

study groups (known as tutorials) she has met a Zulu speaker, a young man 

n

e

a

a

s

m

 

Ntombi’s main languages are Xhosa and English, but English is restricted for her 

t

u

interactions with her mother’s suppliers.  Included in the linguistic repertoire of 

her family are a high variety of Xhosa for writing and communication with the 

grandparents, and a low urban vernacular form of Xhosa for daily 

communication with each other and with other township inhabitants.  Her Zulu is 

mainly used for informal interaction with Dingane.   Dingane considers himself 

multilingual in Zulu, English, Xhosa and Swati, which is his mother’s home 

l

amed Dingane.  As a result of this tutorial, she and Dingane have got to know 

ach other well and have become romantically involved.  Dingane often 

ddresses her in Zulu and she replies in Xhosa, but because the two languages 

re largely mutually intelligible, they understand each other very well.  Both are 

urprised by how much they understand of each other’s language, and both feel 

otivated to learn more about each other’s language. 

o specific areas only, with Xhosa fulfilling most functions, but English being 

sed at university, whenever she goes shopping, has to deal with officialdom or in 

anguage.  He therefore speaks four of South Africa’s official languages. 
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A summary of the linguistic repertoire of Ntombi and her family looks like 

this: 

1. Their main and best-mastered language is Xhosa.  The variety they speak is not 

necessarily the standard variety taught at school, which can only be read and 

written by Ntombi and her  parents.  The rural dialect of Xhosa, Ngqika, which is 

spoken by the grandparents, is one of the dialects that became the standardized 

X

o

2 stered by Ntombi, Khaya and 

t

u

E

T

c

3 nd her father speak Afrikaans at a very basic level, but Khaya exhibits 

m

desire to assimilate with his bilingual Coloured classmates.  Of the entire family, 

Khaya exhibits the most positive attitudes towards Afrikaans. 

4. Ntombi’s use of Zulu is restricted to informal conversations with her Zulu 

boyfriend, Dingane, as is his use of Xhosa. 

 

 

1

hosa taught in school, but there are differences between the grandparents’ use 

f Ngqika and the more formal school Xhosa. 

. English (spoken and written) is reasonably ma

heir father, but used in restricted areas such as dealing with employers, at the 

niversity, shopping outside Khayelitsha, etc.  Lindiwe and their mother’s 

nglish is very basic, restricted to a few key expressions and memorized texts.  

he parents clearly value English and its ‘market value’ in the futures of their 

hildren. 

. Ntombi a

ore fluency and a greater range of expressions in Afrikaans as a result of his 

.3 Fundamental Concepts 



 

 
 11 

The Introduction to this thesis briefly defined and discussed the principal 

conceptual issues underpinning the study: language attitudes, language use, 

speech community, multilingualism, and language planning and policy.  With the 

exception of language planning and policy, which are addressed later in this 

chapter, this section now discusses these concepts in much more detail, in order 

for us to understand and analyse the linguistic situation of Ntombi and her family 

and the attitudes they hold towards the different languages in their repertoire.   

 

 hosa is described as their mother-tongue or home language, in other words, the 

comparison with the mother-tongue or home language (Stern 1983:12).  Ntombi’s 

mother and grandparents are largely monolingual, that is, they speak only one 

language, Xhosa.  Ntombi’s mother has adapted to her working environment by 

picking up some basic English expressions through which she can communicate 

with her suppliers.   Her motivation for acquiring these English expressions is 

thus purely instrumental, for her economic advantage (Gardner and Lambert 

X

language mainly used at home and in most of their interactions with other 

members of their speech community.  The terms refer to the language acquired in 

infancy and early childhood (Stern 1983:10).  It was learned at school by Ntombi 

and her parents as their first language, followed by English as their second 

language and Afrikaans as their third language.  Unless a child grows up in a 

bilingual family, a second or third language is only acquired, either formally or 

informally, after the first language has been acquired, and speakers of second 

languages often indicate a lower level of proficiency in such languages in 

1972:14).    
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Both Ntombi and her father would describe themselves as bilingual in Xhosa and 

English, that is, able to carry out the communicative skills of listening, speaking, 

reading and writing in both languages, but not to the same degree of competence 

in each language.  Khaya, Ntombi’s brother, and Dingane, her boyfriend, 

probably regard themselves as multilingual, that is, able to use more than two 

languages with varied degrees of competence.  Ntombi, her  father and Dingane 

a

e

d

X

o

s

 

The domains referred to in the previous paragraph are certain institutional 

c

a

domains of language use  (1964,1965, 1968) was mainly concerned with: who 

speaks what language to whom and when?  Domains are taken to be 

constellations of factors such as location, topic and participants and include the 

domains of work, family, school and other educational institutions, circle of 

friends and wider communication.   Thus for Ntombi’s parents, English is the 

appropriate language to use with his employers and her suppliers, while for 

N

ctually only use English in specific areas or domains such as in the fields of 

ducation and employment, but their speech patterns also reveal evidence of 

iglossia, with English fulfilling high functions such as in education, while 

hosa and Zulu fulfil low functions such as in intimate conversations.   Khaya, 

n the other hand, does not restrict his use of English to school only because he 

pends a lot of time using  informal English with his friends. 

ontexts in which one language or language variety is more likely to be 

ppropriate than another.   Fishman, who did some of the principal research into 

tombi and Khaya it is the appropriate language for school, friends (in the case 
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of Khaya) and university.  For all of them, it is the appropriate language of wider 

communication, which allows them to communicate across language boundaries 

(Stern 1983:234), particularly in the educational and commercial domains.  

English is also referred to as South Africa’s lingua franca (Samarin 1962:54), or 

common language.    However, Xhosa continues to be used in a wide range of 

domains by this family, and cannot be said to have been replaced by English in 

these domains - the home, religion, cultural practices and in interacting with 

ains of use and the vitality of a 

argue that, in the case of Ntombi’s family, the non-standard urban vernacular they 

speak has greater vitality in the urban context than the rural variety spoken by her 

grandparents.  The most important domains of language use are of course the 

domains of necessity (Edwards 1994:110).  Edwards points out that once a 

language ceases to operate in these domains, little can be done to recapture them, 

so that bilingual communities will then gradually become monolingual: ‘people 

family and friends, although Khaya is increasingly using English with his friends.  

 

There is clearly a relationship between dom

language, which is often signalled by the number of functions it serves.  Vitality, 

according to Edwards (1994:100-101) ‘refers to the number and importance of 

functions served, and is clearly bolstered by the status which standards possess; it 

can also be a feature, however, of non-standard varieties, given sufficient 

numbers of speakers and community support.’  Edwards also argues that the 

vitality of a language or of non-standard varieties is evaluated according to its 

social status in the community and the solidarity between its speakers.  One could 

will not indefinitely maintain two languages when one will serve across all 
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domains’. 

 

Apart from domains of language use, there is also the notion of diglossia.  This 

notion, developed by Ferguson (1959) involves two varieties of a linguistic 

system used in a speech community: a formal variety (high) and a vernacular or 

popular form (low).  Greenfield (1970), working with Puerto Rican respondents 

in New York City found evidence of diglossia at work, with vernacular Spanish 

g

E

e

a

 

Fishman (1980) broadened Ferguson’s original categories of diglossia into four 

m

1. Diglossia and bilingualism together, where almost everyone can use the high 

v

2 anguages spoken by the same 

population have the same status; 

3. Bilingualism without diglossia, where everyone is bilingual but does not 

restrict one language to a specific set of purposes only; 

4. Neither bilingualism nor diglossia, where a linguistically diverse society is 

forced to change into a monolingual society. 

 

I

iven the lower status of intimate relationships (family and friendships) while 

nglish was accorded the higher status in the domains of religion, education and 

mployment.   Similar patterns of low/high status can be found in South Africa 

nd much of the rest of Africa (Adegbija 1994). 

ain categories: 

ariety and the low variety of two languages; 

. Diglossia without bilingualism, where two l

n the case of Ntombi’s family (with the exception of the monolingual 
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grandparents), we have diglossia together with bilingualism, with English 

performing many of the higher functions, and Xhosa the lower functions.  

However, there is evidence of diglossia in their use of Xhosa as well, with the 

high rural variety of the grandparents used in certain domains like religious 

practices, to signal a rural identity where required and in conversations with the 

grandparents.   The low black urban vernacular variety of Xhosa is used in less 

formal settings and to signal an urban identity in public discourse.   Mention was 

a

d

of Xhosa was badly needed.  The amaNgqika (the tribe of Chief Ngqika) were 

therefore the first Xhosas exposed to a written form of their language (Schonstein 

Pinnock 1988:76). 

 

Ntombi’s parents show a distinct preference for English as the most important 

language in the future lives of their children.  In many parts of Anglophone 

lso made in the narrative that the Xhosa dialect Ngqika was one of the three 

ialects selected for standardization.  This, according to Webb and Kembo-sure 

(1999:18)  is the process by which an authoritative language body “intervenes in 

the regularization of the grammar, vocabulary, pronunciation and writing system 

of the language” in order to create a standard language to be used in education 

and for other higher functions.  Ngqika was selected with Gcaleka and Thembu 

over the other dialects of Xhosa - Hlubi, Mpondomise, Bhaca, Xesibe, Mfengu 

and Bomvana - because Christian missionaries first settled in the territory 

governed by Chief Ngqika in the early nineteeth century.  These missionaries 

needed to learn Xhosa and to spread the Gospel, and therefore a written version 

Africa, the majority of the people surveyed have expressed a strong preference 
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for English as the main language of learning and teaching.  Studies by Siachitema 

(1991), Meerkotter (1987), Hartshorne (1987), Mawasha (1996) and 

Kamwangamalu (1995), have all provided evidence of this preference.    

Language preferences are often central in the language choices people make 

when interacting in formal and informal situations, in interactions with 

officialdom and experts like doctors, although such choices are often pre-

determined by established societal patterns of language use.  Thus Ntombi’s 

m

E

a

i

I

i

 

l

s

b

direct link between language preferences and language attitudes: 

It is generally accepted that one’s choice of sociolinguistic 

variants, varieties and languages is conditioned by one’s attitude 

to individual speakers and groups, by one’s personal goals, 

ideals, social ambitions, and by one’s knowledge of the conditions 

of social intercourse.  Language preferences can therefore be an 

i

other does not really have a choice when she interacts with her suppliers in 

nglish, but Khaya has a choice when he opts to reply in Afrikaans when 

ddressed in Xhosa.   Khaya’s language preference in this situation plays an 

mportant role in signalling a particular identity he has appropriated for himself.  

n any multilingual society the use of a particular language can be used to signal 

dentity, even in formal situations, and this is often done through code-switching. 

Thus, for example, a politician addressing a rally might suddenly slip into a local 

anguage in order to show his identification with his audience, or a teacher of a 

econd language could suddenly tell a joke in the local vernacular in order to 

reak down the barriers between her and the class.  Webb (1992:438) points to a 

ndicator of language attitudes.   
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It needs to be pointed out that in this study, as in many other attitude studies, no 

distinction is made between preferences and attitudes. 

 

Ntombi’s parents respect the rural ‘pure’ Xhosa of the grandparents as the carrier 

of Xhosa culture and traditions.  They display particular positive attitudes 

towards this type of Xhosa, but also to the urban vernacular they use daily.  The 

f

g

a

i

t

 

Although attitudes will be discussed more fully in section 1.5, we can make a 

n

•

 

of Xhosa which they use daily and which is the common language in 

Cape Town’s black townships.  It may be more affective for them to be 

positive about the rural variety spoken by the grandparents, because the 

value of this variety is defined in abstract terms like culture and tradition; 

• Attitudes are different for languages and people.  It is possible to have a 

neutral attitude towards a language (as Ntombi has towards Afrikaans) 

w

amily also reveal strong positive attitudes  towards English, which has a much 

reater ‘market value’ than any other language in South Africa.  The language 

ttitudes of the family define the ways in which they rank the different languages 

n their repertoire, how they feel about those languages, and how they behave 

owards those languages and speakers of those languages (Triandis 1971:8).   

umber of key distinctions in the attitudes displayed by our fictional family: 

 Some attitudes have affective roots while others have more rational roots. 

It may be rational for the family to be positive about the urban vernacular 

hile holding negative attitudes towards speakers of that language.   
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• Patterns of language use often contradict language attitudes.  The family 

may express strong positive attitudes towards the rural Xhosa of the 

grandparents, but actually seldom use this variety.  Similarly, their high 

regard for English is not matched by the use of the language outside 

highly formalised situations;   

• There are different reasons why people choose to use a language in a 

particular domain, and attitudes or preferences may or may not have a 

r

h

h

E

 

Khaya’s language use is probably the most varied in his family.  Widdowson 

(

f

s

a

learning these languages at school (he receives no classes in Xhosa).   Khaya 

clearly has a great desire to assimilate with the dominant speech community in 

which he finds himself when at school.   Khaya’s assimilationist behaviour is 

reminiscent of Schumann’s ‘acculturation model’ (1978), which showed the 

relationship between higher status and lower status groups.  In the environment of 

the higher status group, lower status groups have three options open to them - 

g

ole to play here.  Khaya may simply have a boyish desire to ‘show off’ 

is English to his grandparents, and this may have nothing to do with his 

aving a negative attitude towards Xhosa and a positive attitude towards 

nglish. 

1978) separated the term language use, which applies to communicative events, 

rom language usage, which applies to language as a formal system.  Khaya 

peaks mainly Xhosa at home, but is also fairly fluent in English and Afrikaans as 

 result of his exposure to bilingual Coloured children and the fact that he is 

iving up their own lifestyles and values (assimilation); rejecting the culture of 
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the dominant group (rejection); or taking a positive view of both their own and 

the dominant group’s culture (adaptation).   Khaya also exhibits positive 

integrative motivation (Gardner and Lambert 1972:14) towards the languages of 

his dominant peer group, because of his desire to affiliate with this group, and 

reveals positive attitudes towards English and Afrikaans. 

 

As a result of using Xhosa mainly in the restricted domain of the home, Khaya is 

b

towards it twenty years later, it is clear that there has been a change in attitudes 

towards Afrikaans from the overwhelmingly negative stance of 1976 to the more 

neutral attitudes of Ntombi and her father and the more positive ones exhibited by 

Khaya. 

 

Khaya’s language use patterns are likely to be duplicated by his little sister 

eginning to exhibit signs of a language shift from Xhosa to English, and to a 

lesser degree, to Afrikaans, which he mainly uses in the school playground.  

When a language no longer occupies particular domains, especially the domains 

of necessity, it can be said to be in a state of decline brought about by language 

shift, which is characterized by the increased functions of one language and the 

decreased functions of the other language.  Khaya’s suppression of his Xhosa 

identity may also be symptomatic of his changing attitudes towards Afrikaans 

and Xhosa, with a growing positive attitude towards Afrikaans but an 

increasingly negative attitude towards Xhosa, which he only uses in limited 

contexts.  If one contrasts attitudes towards Afrikaans in 1976 and attitudes 

Lindiwe, unless she drops out of school completely as a result of not being able to 
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cope in a class where her mother-tongue is not used at all.  Something urgent 

needs to be done for Lindiwe to accommodate her inability to communicate with 

her teacher.  One solution is that her teacher needs to learn some Xhosa which 

will help Lindiwe to overcome the linguistic and social barriers hindering her 

education.  In addition, Lindiwe needs additional help with her acquisition of 

English.  Alternatively, her parents should send her to a school where Xhosa is 

one of the media of instruction. 

 

Ntombi obtained matriculation exemption at the end of her school career.  This  is 

a

within the dialect continuum of the Nguni language family (Slabbert and 

Finlayson 1995:131),  but they diverged into different languages for political and 

historical reasons rather than linguistic ones (Hammond-Took 1993:39).   Ntombi 

feels highly motivated to acquire more Zulu because she has personalized, 

interpersonal motives for wanting to acquire the language. 

At the University of the Western Cape, English is the medium of instruction (also 

 school leaving certificate which enables her to attend university.  Her language 

acquisition in Xhosa has occured both formally and informally, as she was 

formally taught the language at school and it is also her home language.  There 

was of course a significant difference between the standard Xhosa Ntombi 

learned at school and the urban vernacular Xhosa her family spoke at home, and 

this sometimes confused her.  She has picked up Zulu, a language very close to 

Xhosa, informally through conversations with her boyfriend, while he has 

acquired some Xhosa from her.  Zulu and Xhosa were once clusters of dialects 

called the language of learning and teaching) in most academic departments with 
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the exception of the Xhosa Department.  In other words, lectures, tutorials, 

assignments and examinations all happen through the medium of English. 

 

 

1.4 A General overview of language attitude studies 

Now that the fundamental concepts underpinning the thesis have been explored in 

some detail, a closer examination of the theories of language attitudes is 

n

s

C nition of attitudes appropriate for 

t

o

 

1.4.1 Towards a working definition of language attitudes 

A f the body, it is 

n

s

emotional on the one hand and the cognitive/behavioural on the other (Morgan 

1993:66).  According to Schiffman (1997:2) attitudes about language were not 

regarded as important before the 1960s.  Thus the behaviourist approach to 

language study saw language as behaviour, not as cognitive or affective activity.  

Those who saw language attitudes as rooted in cognitive and affective activity 

came to be known as mentalists.  However, both mentalist and behaviourist 

ecessary.  In this section, a general overview is given of language attitude 

tudies, internationally and in South Africa. 

onsideration is given to finding a working defi

his study.  This is followed by a classification of attitude studies and an analysis 

f the relevance of attitude studies. 

lthough originally the term ‘attitude’ referred to the disposition o

ow chiefly used for behaviour, feeling and thought, which is why most of the 

tudies by social psychologists reveal two basic categories of definition: the 

attitude researchers agree that attitudes are ‘learned predispositions, not inherited 
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or genetically endowed, and ... likely to be relatively stable over time’ (Baker 

1988:114). 

 

Proponents of the mentalist conception of language attitudes support Allport’s  

(1954:45) definition of attitude as a ‘mental and neural state of readiness’.   Thus 

Fasold (1984:147) defines attitude as ‘an intervening variable between a stimulus 

affecting a person and that person’s response’.  Mentalist definitions of language 

a

n

 

This strong theory of mentalism is somewhat modified by Gardner (1982:132).  

A

a

m

n

a

R

often low correlation between attitudes and actual behaviour.  

 

Many mentalist researchers claim that if people's attitudes are known, predictions 

can be made about their behaviour related to those attitudes with some degree of 

accuracy.  These researchers would therefore argue that language planning and 

policy have to take language attitudes into account, to ensure that they do not 

c

ttitudes imply, according to Agheyisi and Fishman (1970:138), that attitudes are 

ot directly observable, but have to be inferred from respondents’ introspection.   

s was noted in the Introduction, Gardner supports Allport’s definition of 

ttitudes, particularly in the context of language, because it means that attitudes 

ay influence people’s responses to attitude objects or situations, but may not 

ecessarily determine them.  In other words, as was shown in section 1.4, 

ttitudes can be different from, and not always related to, actual behaviour.  

esearchers like Rokeach (1968) and La Piere, (1934) have also reported on the 

lash with people's privately-held attitudes towards languages, which may differ 
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from their openly-expressed attitudes.  As several attitude researchers  have noted 

(e.g. Carranza and Ryan 1975; Ryan 1979; Edwards 1982), a professed attitude 

may be, at times, completely different from an actual subconscious attitude that 

ultimately governs a language user’s judgements of and conduct towards speakers 

and writers of a particular language.  They contend that there are overt and covert 

attitudes towards a language, such as when a learner is forced to attain a high 

level of proficiency in a language in order to ensure his/her survival yet harbours 

f

l

 

The behaviourist view of attitudes is that attitudes can be found simply in the 

r
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independence from the situations in which the responses are observed.   

 

Social psychologists like Triandis (1971:8) prefer to avoid the mentalist-

behaviourist extremes by describing attitudes as a cover term for a complex entity 

with three components: 

 ...an attitude can be conceived as having three interrelated 

c

eelings of resentment and inferiority towards the language or the speakers of that 

anguage, who may be in a position of power over him/her. 

esponses people make to the social situations in which they find themselves.  

ehaviourists like Bain (1928:957) argue that ‘the only way to determine 

ttitudes is by observation and statistical treatment of behaviour in social 

ituations’.  This approach defines attitudes entirely in terms of the observable 

ata, but critics of this approach like Alexander (1967) and Agheyisi and 

ishman (1970) argue that it makes attitude a dependent variable, with no 

omponents: (a) a cognitive component, described by the person’s 
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categorizations, and the relationship between his categories - (b) 

an affective component - described by the way the person 

evaluates the objects which are included in a particular category; 

and (c) a behavioural component - which reflects the behavioural 

intentions of the person towards the objects included in a 

particular category.    

 

Triandis’s definition agrees with the multiple component definition of attitudes 

d

(

l

f

i

p

F

d

a

languages in particular situations, or simply the emotive connotations of the 

language itself.  Atkinson et al. (1953:543) capture this component very aptly 

when they write: 

Attitudes are likes and dislikes; affinities for and aversions to 

situations, objects, persons, groups; and any other identifiable 

aspect of the environment, including abstract ideas and social 

p

escribed by Osgood et al. (1957), Rockeach (1968) and Lambert and Lambert 

1964).  In this definition, the idea of ‘category’ could refer to semantic fields like 

anguages and different social situations.  The cognitive component would refer 

irstly to the way in which the person ranks the different languages to which s/he 

s exposed.  Secondly, it would also refer to the functions those languages 

erform in a person’s environment, like the language functions outlined by 

asold (1984:77), where the language performs functions that can be variously 

escribed as official, nationalist, educational, wider communication, etc.  The 

ffective component would refer to the actual emotional responses triggered by 

olicies. 
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Finally, the behavioural component would be in line with the behaviourist 

definitions of attitude.  This component is usually inferred from the way in which 

a person says s/he will behave towards a particular language. 

 

While this multiple-component structure of attitudes has much to recommend it, 

Fishbein (1966:108) argues that it is impossible to determine for each individual 
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The working definition of attitudes on which this study is based is the multi-

componential model of Triandis, as the study considers the ways in which the 

respondents rank the different languages they are exposed to, how they feel about 

those languages, and how they say they will behave in  specific situations where 

these languages play important roles.  

 

1.4.2 The categorization of language attitude studies 

L

he actual interrelations and organizations of the attitude components with respect 

o any one attitude object.  He concludes that ‘it is usually only the evaluative or 

he “affective component” that is measured and treated by researchers as the 

ssence of attitudes.’  What Fishbein contends may be true, but it is also possible 

or researchers to build in a number of components that indicate the actual 

elationship between attitudes and actual language use such as the measurement 

f actual proficiency and the determination of respondents’ specific domains of 

anguage use. 

anguage attitude studies examine a variety of sociolinguistic issues.  
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Categorizing these various studies enables one to understand the range of issues 

covered, and to see in which category this particular study can be placed.  

Schiffman (1997:1) describes language attitude studies as studies of the 

population at large, or a segment of that population, to try to find out what 

people’s attitudes are about: 

•  language in general; 

•  motivation towards the learning of a first or second language; 

•  f the 

v

d

•  language shift within a particular community or in general   

•  and loyalty towards their own language or own non-standard dialect. 

 

Schiffman’s categories are a simplification of the work of Agheyisi and Fishman 

(

• nst 

m

• those pre-occupied with the social significance of language or language 

varieties and attitudes towards speakers of different languages in 

multilingual settings; and 

•  those dealing with language behaviour, i.e. language choice and usage, 

language reinforcement and planning, language learning and views about 

inter-dialectal intelligibility. 

T

 the status of a language, or the status of its speakers, or the status o

ariety (standard/non-standard) of the language, or its use in certain 

omains; 

 

1970:137-157), who give three categories of language attitude studies:  

 those evaluating languages as classical/standard/official agai

odern/non-standard/vernacular; 

he categories outlined here are clearly in line with the multi-componential 
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model of language attitudes, as described by Triandis and other researchers in the 

section above. 

 

Agheyisi and Fishman (pp.142-3) provide a very useful table on the types of 

attitude studies and data gathering techniques from 1947 to 1969, and their 

findings are reported on in some detail here because the types of studies and 

techniques they describe have not changed significantly since then.  The table 
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appraisal, and a set of rating terms from which the respondents are required to 

choose’ (p.148).  Apart from problems that may arise as a result of items that are 

too simple or too complex, such questionnaires appear to be among the best 

instruments for measuring multicomponential concepts. 

 

Other measures described are Fishman’s Commitment Measure (1968), which is 

d

eveals that the highest number of studies is within the topic areas of the social 

ignificance of language varieties, and language choice and usage.  The 

uestionnaire, a list of questions or statements, which cover a range of variables 

he researcher is interested in, is the most popular instrument of all the data-

athering techniques.   Case studies, which study and interpret single, internally 

omplex cases, are the least used.  As noted previously, the questionnaire may 

onsist of open questions or closed question items.  Generally, the preference of 

esearchers is for the latter, as the focus of the responses can be controlled better. 

A closed question item, such as the opinion statements used in this study, would 

ormally have three main components: ‘the focal object, the dimension of 

esigned to measure the respondent’s willingness to commit to a particular type 



 

 
 28 

of behaviour, without actually performing it, and the ‘matched guise technique’ 

developed by Lambert et al. in 1960.  This technique requires that selected 

groups of judges evaluate the personality traits of speakers whose tape-recorded 

voices are played to them.  The judges are in fact listening to the same persons 

speaking in two or more different languages, but their evaluation of the 

personality traits point to their underlying attitudes towards the language that is 

spoken.   While this is an excellent technique for drawing out the stereotyped 

ethods described by Agheyisi and Fishman are Osgood et al.’s 

al. argue stimulate the scored response instead of the question or statement.  

There is also a good description of ‘the oldest method of data-gathering’, 

interviewing, where ‘the personal contact involved enables the interviewer to 

focus the attention of the respondent on the desired dimension, thereby providing 

a better chance for an honest and serious response’ (p.149).  While the processing 

and recording of the data yielded by interviews can be problematic, this personal 

impressions of groups towards the speakers of a particular language or variety, 

Agheyisi and Fishman contend that this method may be problematic in measuring 

attitudes in environments where a lot of code-switching, or switching from one 

dialect to another or standard to non-standard varieties take place. 

 

Further m

Semantic Differential Instrument, which uses the actual names or terms of 

reference for the focal object or concept.  In other words, instead of responding to 

opinion statements or questions, the respondents are asked to respond directly to 

a list of focal objects (e.g. ‘school’) or concepts (e.g. ‘religion’), which Osgood et 

contact more than compensates for the disadvantages, because the interviewer  
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can  control factors like potential misunderstandings, boredom and irritation in 

the interviewee. 

 

The overview of South African Attitude studies, which now follows, reveal that 

the predominant methods of data collection used in these studies were 

questionnaires, the matched guise technique and interviews. 

 

 

1.4.3 South African Attitude studies 

A us attitude studies carried out mainly 

a

T

S

t

p

a

 

1.4.3.1 English 

All learners should have meaningful access to English since it has unparalleled 

power and status in our society at present (Heugh et al. 1995).  

The above assumption is indicative of the acceptance, even among the promoters 

of multilingualism, of the power and status of English in contemporary South 

Africa.   All the studies carried out with  black or coloured respondents in SA 

h

n overview is presented here of previo

mong the black and mixed-raced or ‘Coloured’ populations of South Africa.  

hese studies reveal the forces that helped to shape black language attitudes in 

outh Africa, and may also reveal which attitudes are more susceptible to change 

han others.  They are presented here in terms of studies carried out to determine 

eople’s use of, and attitudes towards, English, black South African languages 

nd Afrikaans. 

ave indicated  strong positive attitudes towards English.   English would be 
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difficult to supplant in the consciousness of the people as the major language for 

educational, economic and social advancement.  People want the best for their 

children, and perceiving that this can only be achieved through education in 

English, will be reluctant to substitute it for mother-tongue education, no matter 

what the advantages are or how well they are explained.  

 

Studies on attitudes to English in specific South African contexts have been 

c

H

a

c
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Webb (1992) provides a useful summary of language attitude studies done prior 

t

t

b

South Africa.   Webb identifies four main indicators of language attitudes in 

South Africa, viz. language behaviour, social judgements, policy preferences and 

institutional support.  Language behaviour is revealed by respondents’ 

knowledge of the South African languages, language preferences, code mixing 

and language shift.   A study by Van Vuuren and de Beer (1990) revealed that 

black radio listeners and TV viewers were satisfied with a very basic knowledge 

o

arried out by, among others, Young et al. (1991), Webb (1992), Chick (1992), 

eugh (1995), McCormick (1995), Mawasha (1996), Barkhuizen (1996), Bosch 

nd de Klerk (1994), Chick and Wade (1997).  Many of these studies are 

omparative attitude studies, which look at the attitudes of respondents to two or 

ore South African languages.   

o 1992, the year in which the shift in politics was reflected in the broadening of 

he field of South African linguistics.  It is discussed here in some detail as a 

ackground to the more recent studies carried out on attitudes towards English in 

f Afrikaans, but required  more sophisticated knowledge of English.  According 
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to Webb, this indicates that English is more highly valued in the black 

community than Afrikaans.  Surveys carried out by Scheffer (1983) in  the 

coloured community and Cahill and Kamper (1989) in the black school 

population, revealed that there was a marked preference for English in the 

coloured and black communities.   

  

Young et al. (1991), Dirven (1987) and Donaldson (1991) revealed that 

A

E

E

c
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marked them as a high-status group and distanced them from their peers attending 

township schools.  Chick and Wade (1997) revealed a significant swing towards 

English among Zulu-speaking school-leavers and first year university students.  

The greater access to previously whites-only schools had also, according to 

Schlebush (1994:98), led to at least partial language shift among the black pupils 

she investigated at one of these schools, a finding supported by the research of de 

K

frikaans displayed a far larger degree of code-mixing as well as borrowing than 

nglish.  Webb feels that this mainly one-directional mixing of Afrikaans with 

nglish is another indicator of the social relationships between the languages 

oncerned, and therefore of language attitudes.  While Webb has no information 

bout language shift among black communities, he reveals a strong shift towards 

nglish in the Coloured communities, even among those with wholly 

onolingual parents.  However, other studies with black respondents have 

evealed evidence of a language shift towards English.   Gaganakis (1991:86) 

escribed how black pupils at the former Model C (whites-only) schools saw 

hemselves as an elite group whose public use of English in the townships 

lerk (1996b). 
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Social judgements, according to Webb, are revealed by stereotypes, language 

evaluation and sociocultural identity.  Black perceptions of Afrikaans and English 

speaking White South Africans were first examined by Vorster and Proctor 

(1975) using the matched guise technique with first year students at the 

University of Fort Hare.  This study revealed that the respondents regarded 

Afrikaans speaking Whites as strict, authoritarian and unsympathetic whereas 
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English which still clearly identifies them as Zulu,  in the same way many Cape 

Coloured speakers signal their identity in the way they speak English.   Fear of 

being ostracised by the ethnic community  may be a strong factor in this type of 

signalling, but at the same time there is also the need to display ability in English 

as a mark of educational background and status. 

 

U

peakers of English were seen as friendly and sympathetic.  The later study 

arried out in the Eastern Cape by Bosch and de Klerk (1994) with Afrikaans, 

nglish and Xhosa respondents largely confirmed this stereotyped attitude which 

lack (Xhosa) respondents have towards Afrikaans and English speakers.    The 

anguage evaluation information gives Webb further evidence of the high ranking 

nglish has in the black community as opposed to their own languages.  Webb 

ives no information on  the role of the socio-cultural identities of blacks in 

xpressing their language attitudes, but the research of Chick and Wade 

1997:276) reveals that Zulu pupils use code switching ‘to index an English 

dentity while still retaining a Zulu identity’.  In other words, they speak a type of 

nder policy preferences, Webb lists areas like preferences for an alternative 
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national language policy, medium of instruction (MOI) and attitudes to Afrikaans 

and English as school subjects.  In 1992, English was preferred as the (interim) 

sole official language, and English was emerging as the preferred MOI in black 

and coloured schools.  As a school subject, English was also regarded as of 

greater value than Afrikaans by black pupils.  Institutional support from 

government and cultural institutions as well as the media, are also, according to 

Webb, indicative of the status of languages in a community.  In the same year, 
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Today the powerful emerging role of English seems to have become entrenched.  

Webb (1999) shows that little has changed in the language behaviour of South 

African communities, and argues that in its public life, South Africa is becoming 

monolingual.  He gives various examples of this apparently inexorable trend: the 

fact that almost all parliamentary business is conducted in English, that parastatal 

bodies like the Post Office, the telecommunication firm Telkom, the South 

African Broadcasting Corporation and South African Airways either use English 

e

nglish and Afrikaans were the favoured languages of government.  Afrikaans 

njoyed strong support from the cultural organizations in the Afrikaans 

ommunity, but the black languages had ‘relatively little cultural backing, this 

eing restricted to government controlled language boards who concern 

hemselves with standardizing these languages and with vocabulary development’ 

Webb 1992:447).   Black readers read  publications in English or BSALs rather 

han Afrikaans publications, but mainly tuned in to a radio station broadcasting in 

 black language.  

xclusively or show a strong bias towards English, and that English continues to 
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grow in the private sector.  As a medium of instruction, English continues to be 

the preference of most learners and parents in most provinces - a factor also 

revealed by the research of Mawasha (1996) and Barkhuizen (1996).   Against 

English, all the other South African languages continue to be undervalued in the 

black and coloured communities, although pressure for improving the status and 

usage of these languages is beginning to come from some sectors of the English-

educated elite (Ridge 1998:3).  However, there is also some evidence that while 
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In their research with Zulu-speaking pupils, Chick and Wade give evidence of a 
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grammatical adjustments that may result from the proximity of English to 

indigenous African languages.’  The English spoken by the majority of South 

Africans (including the respondents in this study) is clearly the Black South 

African English referred to by Ndebele.  It shares many similarities with standard 

British English, but is pronounced and intoned differently and has its own 

idiomatic structure.  The argument here is simply that English is ‘owned’ by 

S

upils, students and parents continue to support English as MOI,  experienced 

lack educators are now backing the increased use of BSALs in education (De 

et and Niemann 1999; Barkhuizen 1996). 

wing towards English, but qualify this by saying that the English spoken by 

hese respondents is not Standard South African English, but Black South African 

nglish (BSAfE).  Author and educationist Njabulo Ndebele (1986:13-15) 

redicted the eventual development of South African English into ‘...a new 

anguage... not only at the level of vocabulary, but also with regard to 

outh Africans and has evolved into a language to which black South Africans 
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can feel a closer attachment than to Standard White South African English.  It 

therefore does not provoke the same attitudes of reluctant admiration and 

inferiority in black people, but allows them to identify  with the role models who 

use BSAfE in the media and in education. 

 

1.4.3.2 Black South African Languages 

 African languages should be consciously promoted to enhance their status and to 

d

 

Many proponents of multilingualism believe that unless African languages are 
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Most recent attitudinal studies on Black South African languages have 

highlighted negative societal attitudes towards BSALs beyond home and informal 

use (Msimang 1993; Marivate 1993; Kamwangamalu 1995; Gough 1998).  In 

addition, figures released by the University of South Africa (Beukman 1999:21) 

reveal a sharp decline in the number of students studying indigenous languages, 

including Afrikaans, at South African universities.  In this article, Prof. Henry 

Thipa, chairman of the African Languages Association of Southern Africa 

(

evelop their corpus for purposes of acquisition (Heugh et al., 1995). 

sed more widely and can occupy more domains than previously, multilingual 

ducation in schools may grind to a halt.   At the same time, the active promotion 

f multilingualism and multilingual education is part and parcel of the ideological 

esire to  promote BSALs among black South Africans, so that they can be 

nstrumental in the linguistic maintenance and growth of these languages.   

ALASA) is quoted as saying that some African language departments have lost 
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up to 60% of their   students.   While this decline may have much to do with 

black South African students increasingly opting for careers in business, science 

and technology instead of teaching, negative attitudes towards BSALs may also 

have a role to play.  Alexander (1999:7) goes so far as to call African language 

attitudes ‘the major stumbling block to the realisation of an authentic policy of 

multilingualism’, and calls for a series of continent-wide language awareness 

campaigns.   A more balanced view is presented by Bosch and de Klerk 

(

b

E

 

The findings of these studies have created the fear that many of these languages 
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f
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constitution, makes it absurd to seriously envisage a language situation that could 

lead to language death and shift’ (Banda 1998:7). 

Beyond the issue of education, a study of black attitudes to black languages in 

South Africa also needs to address the following issues: 

• What attitudes do the speakers of a particular black language have 

towards other BSALs? 

• W

1994:57), who conclude that the Xhosa respondents in their study  ‘are torn 

etween a natural preference for their mother tongue and an attraction towards 

nglish and all that it represents’.   

ay become marginalized and even extinct because of a lack of functional 

emand (Luckett 1995; Young 1995) .   However, Banda (1998) argues that it is 

ar too early to talk about  language shift, and the decline and death of BSALs, 

ecause ‘the diversity of South Africa’s linguistic and cultural patrimonies, 

olidly anchored in historical developments leading to South Africa’s new 

 hat attitudes do people have towards ‘standard’ versus ‘non-standard’ 
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varieties of black languages like Black Urban Varieties (BUVs)? 

• Why is there such strong resistance to the notion of harmonizing some 

black languages into a common written form? 

• Finally,  which roles do speakers of BSALs currently believe can be 

fulfilled by these languages? 

 

Gough (1994:11)  points out that there is hardly any research on interlingual 
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even though it is seen in a negative light by others. 

 

While BUVs perform vital roles in the townships, the standard languages still 

enjoy the highest prestige, particularly among the older generations who regard 

the standard variants as the carriers of their traditions and cultures.   Gough 

(1998:3) sees the purist and prescriptive conceptions of the African language 

b

ttitudes among African languages.   Schuring and Calteaux (1997:16) report 

hat, although a particular language often dominates in a particular township, 

Black urban speech communities are characterised by a high level of tolerance 

or each other’s language and a commitment to finding a common medium of 

ommunication’.  The need for a common medium of communication in 

ultilingual areas has led to the development of Black Urban Vernaculars 

BUVs), which are characterised by code-switching.  These BUVs should not be 

onfused with Colloquialised Argots like Tsotsitaal.  Tsotsitaal, which is mainly 

sed by men and criminal gangs, is a mixture of black languages like Zulu and 

otho with non-standard Afrikaans.  It enjoys covert prestige among its users, 

oards of the apartheid era as contributing toward this conservatism, and as 
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leading to considerable alienation, especially among young urban-dwelling 

Xhosas, from what they see as ‘proper’ Xhosa.   Schuring and Calteaux (1997:17) 

report that this causes major educational problems for children, as the BUV has 

virtually taken over the place of the standard language in the home. 

 

The third issue to be addressed is the question of harmonising the black 

languages.  The process of harmonising mutually intelligible varieties of 
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resistance to standardization, according to Dube (1992:52-55, cited in 

Msimang:161), stems from the misconception that one or the other 

language/dialect would simply disappear should standardization take place, and 

‘will militate against the maintenance of different cultures and languages and will 

impose an artificial language on the people’.  Webb and Kembo-Sure (1999:19-

20) argue that such perceptions are based on a misunderstanding of how the 

anguages can also be referred to as ‘the further standardization or the 

estandardization of the languages concerned’ (Alexander, 1999:8).    In this 

hesis the term ‘language standardization’ is used synonymously with ‘language 

armonisation’.   Le Strade (1935:137) saw language unification as the 

onstruction of ‘a common language for such a dialect group by employing as 

uch as possible forms which are common to all the variants in the group’.  The 

armonising of Xhosa and Zulu into Standard Nguni and of North Sotho, South 

otho and Tswana into Standard Sotho would effectively reduce South Africa’s 

fficial languages from eleven to six.   Calls for harmonization are routinely 

ejected by respondents in surveys (Msimang, 1994).  Much of the inherent 

harmonization will proceed.  ‘In fact, the proposal envisages the creation of a 



 

 
 39 

common written variety for each of the two major Bantu language families, to be 

used in school textbooks and in formal documents’. 

 

Msimang (1994) identifies three attitudes that influence people’s resistance to 

harmonisation: inherent resistance to change, nationalism and puritanism.  People 

are inherently resistant to change, with all the uncertainty and trauma that it 

brings.  In addition, ‘a people’s language becomes their symbol of nationality and 

standardization as the prestige dialect, which is likely to be corrupted by 

harmonisation.  Msimang dismisses this claim by saying that only a handful of 

people like academics, authors and radio and television personalities speak the 

standard variety.  He supports this point of view by citing the research of 

Mashamaite (1992) and Nomlomo (1993) into the examination results for two 

BSALs, Standard Northern Sotho and Standard Xhosa.   Mashamaite (1992:48)  

self-identity’ (Msimang 1994:157).  The period from 1992 to 1997 was marked 

by bloody battles in Kwa Zulu Natal between the supporters of the ANC, who 

spoke Xhosa, Zulu and other languages, and the mainly Zulu-speaking supporters 

of the Inkatha Freedom Party.  People were often killed purely because they 

spoke the wrong language. While this battle was primarily for the political 

control of the province, it also highlights why some Zulus would violently oppose 

efforts to harmonise their language with that of the Xhosas, with whom they have 

had  a long history of rivalry.  

 

Thirdly, there are the purists, who regard the dialect which has attained 

found that most of the language errors committed by pupils writing the Matric 
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Northern Sotho examination were errors that reflected the non-standard speech 

forms, and concluded that many of the errors could be eliminated if the written 

language could be adjusted to resemble the spoken language.  Similar problems 

were highlighted by the research of Nomlomo, who found that problems were 

created for Xhosa pupils  who did not speak the dialects on which Standard 

Xhosa is based, namely Nqgika, Gcaleka and Thembu.  Msimang believes that if 

a type of ‘dialect democracy’ were encouraged in schools and other institutions, 
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Finally, research is needed on the roles speakers of BSALs assign to their 

l

Z

attain a particular degree of power in the New South Africa.  The ANC-led 

government is often seen to be dominated by Xhosa-speakers, which should in 

theory help to promote this language as a language of power.  But, as already 

noted by Webb in the previous section on English, these politicians appear to be 

opting for English even when they address Xhosa-speaking constituents.  Apart 

from its position, together with English, as a dominant language in Kwa Zulu-

N

hese dialects would gradually fuse, thus facilitating the unification of Standard 

guni and Standard Sotho respectively.  It should be noted that this type of 

ialect democracy is a daily reality for many South Africans, as can be seen by 

he development of the Black Urban Vernaculars which ‘...continue to revitalise 

he standard languages and add to their rich inheritance’ (Schuring and Calteaux 

997:17). 

anguages in the current socio-political situation.   The continued rivalry between 

ulu and Xhosa noted earlier shows that for these two groups, their languages can 

atal, Zulu also serves as a lingua franca in urban areas like Gauteng, leading 
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Alexander (1987) and PANSALB (1999) to the questionable conclusion that it is 

the lingua franca of 70% of the South African population.  Ironically, Zulu is also 

the language to record the sharpest drop in students studying it at university 

(Beukman 1999:21) - from a figure of 8,508 in 1995 to 2,621 in 1999 at the 

University of South Africa, which is a drop of 69%. 

 

 

1.4.3.3 Afrikaans  

l languages is a grand democratic concept, but in 
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1998: 17). 

 

Many South Africans would probably agree with Uys that Afrikaans is not a 

language that will be disposed of easily.  This becomes clear simply by looking at 

the proportional distribution of home languages in each province of South Africa 

in 1996, as revealed by Statistics South Africa 2000.   Here we see that Afrikaans 

Eleven officia

ractice it is so cumbersome that automatically it creates an 

pening for a single , overriding language.  The ANC can kill two 

irds with this single stone: English can be used as a unifying 

evice, and Afrikaans, politically troublesome, can be phased out. 

But, phasing out Afrikaans so abruptly from government 

nstitutions would not only diminish reconciliation, it would 

ullify it.  Also, because so many South Africans speak Afrikaans, 

isposing of the language will be easier said than done. (Uys 

is the home language of the majority of the population in two of the provinces: 
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the Western Cape (59.2%) and the Northern Cape (69.3%).  In addition, it is the 

second largest language in a further four provinces: Gauteng (16.7%); the North 

West Province (7.5%); the Free State (14.5%); and the Eastern Cape (9.6%).  

 

Schlemmer (1997:10) questions the government’s apparent intention to use 

English as a unifying device, arguing that ‘the exclusive use of English seems 

hazardous for national unity’.  Most South Africans of all persuasions, according 
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But the political baggage attached to Afrikaans cannot be ignored.  Despite its 
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code-switching and language shift away from Afrikaans.  However, at least one 

study (Young et al. 1991) has  revealed either considerable tolerance for, or 

greater neutrality towards, Afrikaans among black pupils as a result of the 

depoliticization of the language in post-apartheid South Africa.   However, it is 

unlikely to play a major role in the lives of Black South Africans in future as 

most of its key state and educational functions have been supplanted by English.  

o Schlemmer, feel that national unity can be achieved while simultaneously 

rotecting and promoting the rights and interests of cultural minorities, and that 

thnicity should not be seen as a challenge to national unity.  

ide-spread use, it became identified during the 45 years of apartheid rule as ‘the 

anguage of the oppressor’ so that even home users of Afrikaans express overt 

egative attitudes towards it (Bosch and de Klerk 1996:246).   In the section on 

nglish above, much was revealed about the largely negative attitudes held in the 

lack and Coloured populations towards Afrikaans, together with the subsequent 
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This concludes the overview of attitude studies in South Africa.  Consideration 

will now be given to the relevance of such studies. 

 

 

1.4.4 The Relevance of Language Attitude studies 

Language Attitude studies are of particular relevance in the following three areas: 

1. Second language acquisition research 

2. Language planning, policy and policy implementation 

3

 

1.4.4.1 The impact of language attitudes on second language acquisition 

T
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attitudes have a causal influence, were associated with achievement in the 

language.  Similar results were described by Clèment et al. (1977;1980) in their 

research with French Canadian students learning English.  Lett and O’Mara 

(1990) also demonstrated the relationship of attitudes and motivation, coupled 

with language aptitude, to the successful learning of Korean, Russian, German 

and French by American military personnel in intensive language learning 

p

. Language growth, maintenance and shift. 

here is a large body of evidence which shows that positive language attitudes 

an have a positive effect on language learning, particularly in the early stages.  

tern (1983:386), in his review of attitude studies, concludes that ‘the affective 

omponent contributes at least as much as and often more to language learning 

han the cognitive skills’.  Laine (1977) investigated Finnish students learning 

nglish and found that self-confidence and motivation, on which language 

rogrammes.   A study done by Hakuta and D'Andrea (1992) with immigrant 
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Mexican pupils in the USA, makes a clear distinction between mother tongue 

maintenance, which is not affected by attitude, and the ‘rapid and constant shift to 

English’ which was unrelated to Spanish proficiency but strongly affected by 

language attitude.   Gardner (1985) proposes a reciprocal causation between 

attitudes and motivation on the one hand, and successful language learning on the 

other, that is, attitudes and motivation influence language achievement, while 

language achievement leads to improved attitudes and motivation.  As Stern 

(

 

If positive attitudes assist in the early stages of learning of a language (Gardner et 

i
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language does not automatically lead to a high level of proficiency (Robinson 

1988:79-80).  Hakuta and D'Andrea (1992:90) contend that language attitudes 

can contaminate self-rated language proficiency.  Generally, the more positive the 

attitude towards the dominant language, the higher the individual is likely to rate 

his/her proficiency in that language, even if his/her actual language usage does 

not reflect this.  In fact, the more proficient learners are in a given language, the 

m

1983:386) puts it: ‘learners who learn well acquire positive attitudes’. 

al. 1972), can they also affect the level of proficiency learners are likely to attain 

n a target language?  Most researchers agree that other factors determine whether 

 learner will attain a high level of proficiency in a target language, such as 

ntelligence, language aptitude, language learning strategies (Gardner and 

acIntyre 1993:8) as well as  the quality of teaching and the influence of 

eachers (Morgan 1993:73), the resources available and the amount of exposure 

o speakers of the target language.  Simply having a positive attitude towards a 

ore critical they are likely to be about their level of proficiency, as increased 
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proficiency helps learners to identify areas of weakness in their language use. 

 

1.4.4.2 The value of language attitude studies in language planning, policy 

and policy implementation 

Bosch and de Klerk (1994:50) maintain that language attitude studies supply 

valuable information to language planners and reveal the necessity for the widest 

possible consultation when new language policies are devised so that these may 
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In most countries, language planning is normally undertaken by state-appointed 

commissions which study and make recommendations on all aspects affecting the 

use of languages for education, industry, nation-building and wider 

communication.  The recommendations of such commissions may then lead to 

the formulation of state language policies, which normally reflect a government’s 

particular political agenda behind the proposes strategies and models of how the 

policy will be implemented.  Thus we can recognize three stages in the process, 

v

eflect the wishes of the people.  However, sociolinguists like Fishman (1990), 

astman (1992), Tollefson (1992), Smit (1994), Hartshorne (1995), Luckett 

1992) and Peirce and Ridge (1997) contend that language policy-makers, 

articularly in developing nations, seldom take account of the attitudes of all the 

onstituencies affected by their decisions when constructing such policies.   

nstead, these policies often tend to reflect the wishes of ‘a tiny English-speaking 

lite’ (Tollefson 1992:201), leading to the kind of exoglossic language policies 

hich characterized post-colonial Africa. 

iz.  planning, policy and implementation, and  language attitudes may influence 
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all three stages. 

   

At the planning stage, the actual choice of languages selected for the functions of 

education, industry, nation-building and wider communication may often be a 

clear reflection of the attitudes held towards those languages by the planners, if 

not by the entire population.  Indigenous languages are frequently marginalized 

or even ignored totally, as are non-standard dialects and urban vernaculars.   In 
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Once policies have been formulated, they usually reveal the status particular 

languages hold for the government of the day, instead of acknowledging the 

attitudes the wider population may have to those languages.  Namibia’s opting for 

English as national language is a good example of this trend, revealing the 

government’s desire to use it as a language of national unity as opposed to 

Afrikaans, which carries too many reminders of the past when Namibia was 

governed by South Africa.   Sometimes even well-meaning policies, designed to 

r

any European countries, the nineteeth century notion of ‘one nation, one 

anguage’ was promoted, often ruthlessly, at the expense of minority languages, 

.g. Welsh, Scots and Irish in Britain, Frisian in the Netherlands, and so on 

Webb and Kembo-Sure 1999:119).  In Ethiopia, during the reign of Haile 

elassie, Amharic was imposed on all the citizens (ibid:127), and in Namibia, 

nglish was made the national language despite the fact that a mere 2% of the 

opulation are English home language speakers, while at least 90% understand 

nd speak Afrikaans (Cluver 1993:262). 

aise the status of minority languages, fail because of the government’s failure to 
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recognize the attitudes people may have towards those languages.   In Peru, the 

indigenous language Quechua was given the status of national language by the 

Velasco government, but the implementation of the policy was a resounding 

failure because, for the people ‘to embrace Quechua would be to declare oneself 

Indian with all the accompanying socioeconomic stigmatization’ (Paulston 

1986:119).   

 

It is at the actual implementation stage of language policies that the importance of 
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be filled out in English, and certain services operate with the tacit assumption that 

consumers are bilingual in both Swahili and English (Eastman 1992:98).    In 

South Africa, despite its policy of having eleven official languages, English has 

the status as the most important language.  This is most apparent in ‘...politicians’ 

apparent leaning towards having one major language as an instrument for nation 

building, reconciliation, communication and education’ (Young 1996:65).  

 

cknowledging the wider communities’ attitudes is revealed most starkly.  

ithout public support and awareness of public attitudes, implementation can be 

roblematic, although Afrikaans was promoted in South Africa without the 

upport of the wider community, which tended to regard English as the most 

mportant language.  The vigour  and sensitivity, or the lack thereof, with which 

overnments try to implement the policies also indicate what they really feel 

bout  particular languages.   In Tanzania, despite the official promotion of 

wahili, English continues to prevail on the upper rungs of the socio-economic 

adder because of public service practices which dictate that certain forms need to 
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Schiffman (1997:4) contends that people’s hidden or covert attitudes towards 

languages may affect the implementation of policy and cause it to fail, or 

(according to the law of unintended consequences) results may be obtained that 

were not anticipated or predicted, resources may be wasted and there may even 

be a backlash against the policy.  Language attitudes clearly have a very 

important role to play in influencing state language planning and policy, and 

there have been many instances in which governments’ policies were attempts to 

a

 

The influence of state language policies on language attitudes is certainly 

reflected in South Africa’s history.   In 1910, the four British colonies in South 

Africa and the two former Boer republics, which had been defeated in the Anglo-

Boer War by the British, merged.  In the new Union of South Africa, Dutch 

(known as ‘Afrikaans’ only from 1924) was given official status together with 

English, but English was the language of economic power and social status.  

A

placate popular sentiments about language.  But the reverse is also true: state 

policies can also have an impact on language attitudes.  If left to the masses, 

language attitudes remain largely static, but societal changes often lead to a 

change in language attitudes.  Apart from these societal changes, actions like 

making the study of marginalised languages compulsory, and creating a definite 

role for them in the society (Lo Bianco 1995),  may also change people’s 

attitudes towards those languages.  Therefore, state policies can have a vital 

impact on the survival of threatened varieties and on the creation of greater equity 

mong languages. 

ccording to Lanham (1996:25) militant Afrikaner nationalists actively promoted 
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hostility towards English, leading to a language struggle where ‘language loyalty 

became the deepest social division in White South Africa’.  Among black people, 

the use of English was steadily increasing owing to increased urbanisation and 

more state schools.   

 

The coming to power of the largely Afrikaans-speaking Nationalist Party in 1948 

led to the creation of the apartheid state.  With it came changes to the hitherto 

s

 bones about their intention 
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 Afrikaner Nationalists approved of the wide use of mother-tongue instruction 

in South Africa.  But on the other hand, they realised that they could rule South 

Africa’s black people better by separating them.  Their plan was to separate the 

people along racial and ethno-linguistic lines, to the extent that separate schools 

would be provided for distinct language groups.  However, until the policy of 

mother-tongue education in all black schools could become a reality, the 

Nationalists promoted Afrikaans by insisting that fifty percent of all academic 

ubordinate role of Afrikaans in society. 

 The Afrikaner Nationalists made no

o use education to advance Afrikaans and reduce English in 

outh Africa.  Nowhere was their draconian hold more effective 

han in black education which they took under their control with 

he Bantu Education Act of 1953 (Lanham 1996:26). 

The

in African education for two reasons. On the one hand,  they professed to have a 

benign doctrine of respect for the cultural diversity of the different black groups 

subjects at school were to be taught in it, with the other fifty percent to be taught 
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in English.  This frequently meant that African teachers had to be given crash 

courses in Afrikaans in order to be able to teach in it (Hartshorne 1995:310).  As 

was to be expected, the shortage of teachers proficient in both English and 

Afrikaans was the major impediment to the implementation of the 50:50 policy, 

along with the acute shortage of material resources (Carim Fradet 1990:8).  This 

policy, which lasted from 1955 to 1977, became a major focus for opposition in 

the black community, particularly at secondary school level.  At the same time, 
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Indeed, the dissatisfaction with the dual-medium policy led directly to the Soweto 

The history of the Soweto uprisings and the language link in these 

protests is well known, particularly because 1976 signalled the 

start of a new consciousness within the country, of the far-

reaching effects that language had on the social, political, 

cultural and economic domain of society.  Slogans such as `kill 

Afrikaans’ clearly indicated that people were determined to resist 

t

he various homeland states created under the apartheid regime (one for each 

eparate black ethnic group, like Transkei for the Xhosas, Kwa-Zulu for the 

ulus, Bophuthatswana for the Tswanas and so on) used their ‘independence’ to 

verturn the policy of dual medium education, and in almost all cases opted for 

ne language - English - as the medium of instruction at post-primary level.     

uprisings of 1976, an event which continues to exert a powerful influence on 

current language attitudes in South Africa's black communities.   As Pandor 

(1995:59-61) reiterates:  

he imposition of a language as a strategy for their continued 
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dominance.  Afrikaans emerged as a language that was 

stigmatised due to its link with oppression .... As hostility to 

Afrikaans remained steadfast and as the invisibility of African 

languages increased, black South Africans, as with Africans 

elsewhere, identified English as the language of advancement and 

democracy. 

 

Thus the 50:50 policy appeared mainly to have strengthened the positive regard 

t

‘

‘

E

o

l

‘

a

E

Africans than Afrikaans. 

 

In the negotiations prior to South Africa’s first democratic elections in 1994, the 

decision was taken to have eleven official languages (Hartshorne 1995:316).  

Consequently, South Africa’s 1996 Constitution gives eleven languages official 

status, viz. ‘Sepedi, Sesotho, Setswana, siSwati, Tshivenda, Xitsonga, Afrikaans, 

he black community had for English, while Afrikaans increasingly became  the 

language of the oppressor’.  At the same time, English also became known as 

the language of liberation’.  Alexander (1997:83) ascribes this labelling of 

nglish to ‘...the Anglo-centrism of the political and ... cultural leadership of the 

ppressed people ... for reasons connected with the class aspirations of that 

eadership’.  However, two less complex reasons for the choice of English as 

language of liberation’ might simply be that the language was widely understood 

mong all South Africans who had been educated up to secondary level, and that 

nglish had always enjoyed a more favourable status among black South 
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English, isiNdebele, isiXhosa and isiZulu’1.  It also recognises ‘the historically 

diminished use and status of the indigenous languages of our people’ and 

proposes that ‘the state must take practical and positive measures to elevate the 

status and advance the use of those languages’ (Ch. 1 - ‘Founding Provisions of 

the Constitution’).  The reality in South Africa, some would argue, is of state 

language policies that run counter to people’s strong positive attitudes towards, 

and preference for one language, namely English (Kamwangamalu 1995) and 

f

(

 

airly sceptical attitudes about the value of Black South African Languages  

Mawasha 1996). 

                         

anguages normally consist of a number of dialects, but only one or a few 

elected or prestige dialects became the norm or standard when the language was 

irst written down (usually by missionaries), and it is this ‘standard’ dialect that 

chool children are expected to learn in, even if it is far removed from their home 

ialect.  Makoni (1995:86) argues that the language most Black children 

ncounter when they enter school is so radically different from the ones they 

1 In this thesis, for ease of reference, these languages are referred to in their 
s
T

A further complication is that the indigenous languages now promoted to national 
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encounter during their primary socialization in the home that these children are 

not in fact receiving mother-tongue instruction, but step-mother tongue 

hortened forms, respectively, as Pedi, South Sotho, Tswana, Swati, Venda, 
songa, Afrikaans, English, Ndebele, Xhosa and Zulu. 
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instruction.  The poor performances of such children in school examinations in 

the standard variant are also likely to contribute to negative attitudes towards 

these languages (Gough 1998).  

 

1.5.4.3 The role of language attitudes in language growth, maintenance and 

shift 

In the life history of a language, attitude may be crucial.  In 
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 growth or spread (Cooper 1982) often happens when a language is 

r

l

l

t

Even if the people harbour covert negative attitudes towards the government’s 

choice of language for such important functions, history has shown that the 

rigorous enforcement of such policies (e.g. the enforcement of English in Ireland, 

Afrikaans in South Africa and Russian in Eastern Europe) also contribute to the 

growth of these languages. 

 

I

anguage growth or decay, restoration or destruction, attitude 

ay be central.  The status and importance of a language in 

ociety and within an individual derives in a major way from 

dopted or learnt attitudes (Baker 1988:112). 

Language

equired to function in bi- or multilingual settings as a lingua franca and/or as a 

anguage of wider communication.  As we have seen in the  sub-section on 

anguage planning, the choice of such languages often reveals the attitudes held 

owards them, either by the government of the day or by the people in general. 

t has already been noted in section 1.3 that the most important domains occupied 
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by a language are the domains of necessity.  When a language no longer occupies 

these domains, it can be said to be in a state of decline brought about by language 

shift, which is characterized by the increased functions of one language and the 

decreased functions of the other language.  According to Baker (1996:43) 

language shift is further characterised by a lessening of the number of speakers in 

a language, a decreased saturation of language speakers in the population and a 

loss in language proficiency.  The last stage of language shift is called language 
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 anguage maintenance occurs when a language manages to maintain most of its 

functions (e.g. home, school, religion) and role in society despite the presence of 

other powerful languages.   A good example of language maintenance is the 

maintenance of French in largely English-speaking Canada, where state language 

policies and the aggressive actions of the speakers of French have helped to 

maintain the position of the language.   In fact, French in the Canadian province 

of Quebec has recently shown signs of spread, at the expense of English.  The 

m

eath, when the language ceases to function in spoken form, even though it may 

urvive in written form, like Latin.  Most linguists agree with Edwards 

1994:104) that the first condition for language shift is bilingualism, with its 

ssociated increase in code-switching and code-mixing.  If bilingual speakers 

egard their mother tongue as inadequate for domains like education and 

specially employment, the situation may arise where they only use the language 

n home and cultural activities, thereby hastening the shift towards the other 

anguage. 

L

aintenance of Spanish in areas like Miami in the United States of America is 
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another example of how a speech community maintains itself despite the 

presence of another powerful language.  Of course, what the French Canadians 

and Spanish Americans have in common is an aspect often overlooked when 

language survival is debated, namely, economic power.  With sufficient 

economic clout to support them, languages can be maintained and even grow. 

 

However, according to  Paulston (1987:121) ‘The norm for groups in prolonged 
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discovered that the attainment of the higher status language has not brought any 

socio-economic benefits with it.  Such groups may then, according to Appel and 

Muysken (1987:45) ‘develop strategies to foster use of the minority language and 

to improve proficiency in the minority language, which is then revitalized’.  Such 

actions are in line with Fishman’s ethnic revival (1985), but it must be pointed 

out that such revivals are often short-lived unless backed by powerful economic 

a

ontact within one nation is for the subordinate group to shift to the language of 

he dominant group’.  This is in line with Schumann’s ‘acculturation’ model 

1978) which shows that higher status groups will tend not to learn the languages 

f lower status groups.  Lower status groups, as was discussed in section 1.3, 

ave three options open to them - giving up their own lifestyle and values 

assimilation), as is often the case in migration from a rural  to an urban setting; 

ejecting the culture of the dominant group (rejection); or taking a positive view 

f both their own and the dominant group’s culture (adaptation).  Language 

aintenance, and even language revival, are likely in the latter two options, 

ejection and adaptation.  In the case of rejection, a minority group may have 

nd socio-political forces.  
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Language attitudes, then, have a significant role to play in the survival or decline 

of languages, because the status people accord to languages, how they feel about 

those languages and what they are prepared to do about those languages are key 

factors in language growth, maintenance and shift.  

 

 

Conclusion 

The literature surveyed in this chapter provides substantial evidence of the 
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constituencies in a multilingual society when deciding on language policies.  

 

elevance and value of research into language attitudes and the relationship 

etween language attitudes and language use.  Attitude and use patterns reveal a 

reat deal about the social significance of languages in a given society, and are 

lso markers of individual and national identity.   In the area of language 

cquisition, positive attitudes may play a significant role in motivating language 

earners, but not necessarily in improving actual proficiency.  Attitudes also play 

 crucial role in language maintenance, growth and shift.  The various studies 

lso highlight the importance of taking account of the attitudes of all 



 

CHAPTER TWO 

RESEARCH METHODOLOGY   

 

2.1 Introduction  

The complex nature of language attitudes presents many challenges to 

researchers, and designing tools to measure them requires great care and attention 

to detail.  One of the more common methods of measuring attitudes is the Likert-
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This study made use of both quantitative and qualitative research methods.  Three 

methods of data collection, viz. survey questionnaires using the Likert scale, 

written responses and interviews, were used in order to ensure triangulation of 

data-gathering.  These methods are described fully in this chapter, together with 

the selection of population and methods of data analysis.  Carranza (182:81) 

describes triangulation as ‘the process by which a social phenomenon is observed and 

measured by various techniques’.  Data collected through different techniques, 

w

d

ype scale (Likert 1932) described by Taylor (1973: 174-201) and Hakuta and 

'Andrea (1992:77).  This scale asks respondents to rate their reaction to 

tatements on language by indicating whether they ‘strongly agree’, ‘agree’, are 

not sure’ , ‘disagree’ or ‘strongly disagree’.   The Likert scale either uses  

umerical (1-5) or alphabetical (A-E) values.  Other methods of data-gathering 

re the elicitation of personal opinions in writing (as used by Mawasha 1996) and 

pen-ended questions to be responded to either in writing or during interviews (as 

sed by Barkhuizen 1996). 

hen viewed together, are likely to produce more valid and reliable findings than 

ata from one source only.  Apart from this triangulation, the longitudinal part of 
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the study aimed to uncover developing attitudes in the same group of respondents 

over a three-year period, in order to overcome the problem of attitudes affected by 

certain conditions in one survey only.   Data on language use and proficiency 

were obtained from two sources - the self-reported data in this study, as well as 

respondents’ university examination results in English 105 and Xhosa. 

 

In response to the complexity of attitude testing, two further factors were built 
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Another safe-guard was the validation of the study by comparing it with other 

language use and attitude studies carried out with mainly Xhosa students at UWC 

such as those by  De Witte (1998) and Anthonissen et al. (1998).  As Chapters 

Three and Four will show, this study revealed significant overlaps with the 

findings of these other studies, as well as with other South African attitude 

studies, such as those by Bosch and de Klerk (1994).  

 

 

nto the research methodology which enabled me to validate my findings.  One 

bvious problem was the centrality of my role in the data collection process as 

rincipal interlocutor in interviews.  The danger here was that my assessment of 

he respondents’ attitudes could be influenced by my own attitudes and 

ssumptions.  The use of  a Xhosa research assistant to conduct the interviews at 

xit level was an attempt to get past this potential problem as it was felt that 

tudents would be more at ease and more truthful about their attitudes with 

omeone who was closer to their ages and of the same ethnic and linguistic 

ackground.    
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2.2 Selection of Population 

The entry-level survey for this study was done with respondents who were doing 

UWC’s academic literacy foundation course, also known as English 105, in 1996.  

I was also a lecturer in the course.   English 105 (now known as English for 

Educational Development) teaches entry-level students the essential language and 

study skills needed to cope in a university environment.   It therefore attracts large 

numbers of students, and is currently a compulsory course in most of the faculties 

a

 

T e entry level survey carried out in September 1996 captured data from 252 

r

would have been impossible to capture such large numbers of respondents if the survey 

had been done on a voluntary basis, and it therefore had to be a part of normal 

coursework. 

 

In 1997, data from 54 second year level respondents, who had taken part in the 1996 

survey, were collected.  These students were tracked down by examining the courses 

that the majority had registered for at second year.  Arrangements were made with 

lecturers and tutors in the departments of Xhosa, History and Anthropology and 

Sociology to permit the survey to take place in some of their classes.  At exit level 

(third year for these students), 33 students who had done the survey at second year, 

t UWC. 

h

espondents.  This survey took place in three English 105 lecture groups, as part of a 

series of lectures and tutorials based on the theme of language and culture.  The survey 

was used as a stimulus to further discussion, reading and writing on this theme.  It 
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were contacted by post and offered remuneration to do the survey.   Of these, 20 

responded.  

 

The decision to focus on Xhosa mother-tongue students was taken because they 

formed the majority of the respondents at entry and second year level.   Of the total 

number of 252 respondents at entry level, 198 were Xhosa speakers, and of the 54 

r

                                 Home languages of UWC students, 1996   

Home languages at UWC  in 1996 Percentage of total 

stu

second year respondents, 39 were Xhosa speakers.  Therefore the results collected 

could not be said to be representative of the entire student population at UWC, but 

ather of the Xhosa student population only.   Xhosa speakers also formed the largest 

language group at UWC in 1996.  This can be seen from the following table: 

 

      

  

dent population  

swa 3% 

ulu 1% 

orth  

 
Xhosa 

 
40.9% 

 
Afrikaans 

 
17.0% 

 
English 

 
18.0% 

 
English and Afrikaans 

 
9.0% 

 
South Sotho 

 
3.4% 

 
T na 

 
3.

 
Z

 
3.

 
N  Sotho 

 
0%
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Tsonga 0% 

 
Venda 

 
0.4% 

 
Swati 

 
0% 

 
N ele 

 
0%deb  

ther 0% 
 
O  

 
4.

 

                                         Source: UWC Statistics 1996 

 

y survey done at the University during this period, especially in the Faculty of 

A

 

 

 

2.3 The Research Tools 

2 re 

Oppenheim (1966:1) calls a survey  

 ata for the purpose of description 

or prediction as a guide to action or for the purpose of analysing 

the relationship between certain variables, such as cancer or 

smoking...To gather data, social surveys use questionnaires and 

interviews, attitude scales, projective techniques and various 

related measures.   

 

I

s

An

rts,  would therefore have contained very large numbers of Xhosa speakers.  

.3.1 The Survey Questionnai

 a form of planned collection of d

t was essential for me to include as many relevant statements as possible in my 

urvey questionnaire, in order to arrive at a comprehensive assessment of 
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respondents’ language use and attitudes.  I arrived at a final version of the entry 

level survey questionnaire only after field-testing different versions of it on small 

study groups (known as ‘tutorials’) in English 105.  This allowed me to filter out 

those statements that were irrelevant, to simplify complex statements which 

students had difficulty in answering and to add statements that had previously 

been overlooked, but which discussions with the sample test groups had shown to 

be crucial.     

 

Preliminary research was also conducted with 353 English 105 students in 1995, 

c

E

r

f

f

r ng statements that were considered to be no longer relevant in 

their particular year of study. 

 

The survey took the form of a series of closed statements to which students responded 

by recording their responses on a standard UWC multiple choice computer answer 

sheet (see Appendix X).  The first three sections of the survey consisted of a series of 

statements under the headings Personal Information, Language Profile and Language 

in Education Profile: 

• Section One: Personal Information - this section asked respondents to report 

t

hiefly around the relationship between English and their mother-tongues, and 

nglish as medium of instruction at UWC (Dyers 1996).  This preliminary 

esearch provided me with a substantial bank of data, which helped me to 

ormulate the questionnaire and also to validate some of the conclusions derived 

rom this study.  The survey questionnaire was adapted for second year and exit level 

espondents, excludi

heir age, sex, first and second language examination symbols as well as 
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overall examination symbol, and year of study at university; 

• Section Two: Language Profile - this section was used to determine who 

spoke what languages to whom and when, as well as respondents’ self-rated 

competencies in the official SA languages; 

• Section Three: Language in Education Profile - this section asked respondents 

to report which languages they learned formally at school and university, and 

 

pondents were asked to block in the symbol on the answer sheet (A-E) that 

d

t

 ‘1. Age: 

A: under 20 

B: 20-25 

C: 26-30 

D: 30-35 

E: older  than 35' 

The respondents were expected to choose the correct category and to block in the 

appropriate symbol on the multiple-choice answer sheet. 

 

which languages they acquired informally. 

Res

escribed them and their language profiles in the survey questionnaire.  For example, 

he first statement of the survey asked respondents to choose the correct category for 

their ages as follows: 

The last two sections of the survey consisted of a series of statements under the 
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headings Language Attitude Profile and Language in Education Attitude Profile: 

• Section Four: Language Attitude Profile  - respondents recorded their 

responses to general language attitude statements on English, Xhosa, 

Afrikaans and other Black South African Languages.  These statements 

considered the importance of these languages nationally, in the spheres of 

employment and the media; 

• ation Attitude Profile - respondents recorded 

th

 

h these two sections, respondents were asked to record their responses to the 

s

presented with the statement You can't get a good job unless your English is good. 

They had to choose from ONE of the following responses: 

 

A: agree strongly 

B: agree 

C: not sure 

D: disagree 

E: disagree strongly 

 

Section Five: Language in Educ

eir responses to attitude statements on the role of the above languages in the 

domain of education. 

Wit

tatements by applying the Likert scale.  For example, in Section Four, they were 

Then they proceeded as with the previous three sections, blocking in the appropriate 
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symbol on the answer sheet. 

 

Great care was taken at entry and second year level to ensure that the respondents 

understood what each statement meant before they completed the answer sheet.  

Working in the lecture or tutorial groups, I explained  what each statement meant, and 

then respondents blocked in their individual response to the statement before the next 

I

 

2.3.2 The Interviews 

Seliger and Shohamy (1990:166) argue that interviews permit a level of in-depth 

information gathering, free response and flexibility that cannot be obtained by other 

procedures.  The interviewer can probe for information and obtain data that often have 

not been foreseen.  Much of the information obtained during an open/unstructured 

interview is incidental and comes out as the interview proceeds.  Because of the very 

private and subjective nature of language attitudes, I felt that respondents might not 

actually reveal their true attitudes while answering the survey, especially as the survey 

statement was explained.  At exit level, respondents worked through the survey 

questionnaire on their own, as I felt that no further explanation of the statements was 

necessary.  In section 2.4 a closer analysis of the variables included in the survey 

questionnaires is presented.  The survey questionnaires can be found in Appendices I-

II. 

 

was not completed anonymously so that students could continue to be traced from one 
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level to the next. 

 

Face to face interviews were needed to probe underlying or hidden attitudes to various 

controversial issues covered by the survey.   Students were asked why they had 

responded to the different attitudinal variables in particular ways, and were also 

engaged in a general discussion around their language preferences and feelings about 

r

entry, second year and exit level, selected students were interviewed, and the 

i

in my own tutorial group in English 105, as this ensured easy access to respondents 

with whom I  had built up a good relationship. I felt that my own students would be 

far more forthcoming in interviews than others with whom I had not established such 

close contact.  Only 5 interviews were carried out at second year level, because of the 

great difficulty in obtaining volunteers from the 39 Xhosa respondents who completed 

the second year survey.   At exit  level, 10 respondents from the longitudinal group of 

20 were offered R20 each for a  45-minute  interview in Xhosa, conducted by the 

Xhosa research assistant.  The interviews asked respondents to be introspective and to 

explain the reasons for their answers to the survey questionnaire.  They were also 

South African languages at the beginning of the interview.   This type of verbal 

eporting is termed ‘retrospection’ (Seliger and Shohamy 1992:166), probing 

interviewees for information after completing the task of responding to the survey.   

 

At 

nterviews were recorded and transcribed.  At entry level, I interviewed the 25 students 

encouraged to speak more widely about the whole issue of language in the SA context. 
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2.3.3 The written responses 

Written responses collected at entry and exit level formed the final part of the data 

base. At entry level, students wrote essays during the final English 105 examination of 

1996 in response to an article in the examination paper based on an interview with 

UWC Sociology lecturer Professor K. Prah.  In these essays, students either agreed or 

d

t

 

Only three written responses were collected at second year level, and they were 

consequently not used in this study. At exit level, respondents wrote a paragraph at the 

end of the survey questionnaire to add their personal opinions on some of the issues 

covered by the questionnaire.  It was felt that by exit level the respondents would not 

need a specific topic to discuss, but that topics would arise naturally from their 

completion of the survey.  Of the 20 respondents who completed the survey, 12 wrote 

additional responses of varying lengths. 

 

isagreed with the argument that African languages should be used more widely in 

heir education.    The essays on this topic were chosen for inclusion in this study 

because, apart from addressing the issue of languages in education, they revealed 

attitudes towards many South African languages.  The findings of sixty of these essays 

were used either to support or contradict the responses of the students to the section on 

‘Language in Education Attitudes’ in the entry-level survey questionnaire. 

These written responses can be classified as self-reports (Seliger and Shohamy 
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1992:126).   The students were responding to the essay question by using what they 

knew or had found out about the topic.  This type of measurement is heavily 

dependent on how the question to be answered is phrased.  It is difficult to obtain an 

unbiased answer even from willing and clear-headed respondents unless  the essay 

topic is worded in such a way that respondents are not sent off on the wrong track.  

 

ddition, Oppenheim (1988:50) warns that the willingness of such respondents 

o

l

agree with some of the language issues presented in English 105 course materials?  

The analysis of the entry level written work (see Chapter III and Appendix VIII) 

should reveal how honest their responses were.   

 

 

 

2.4 An analysis of the variables included in the survey questionnaire 

The variables used in the survey questionnaires at all three levels are divided into 

three broad categories: 

a

b

In a

could easily be curbed by various forms of inner censorship, poor rapport, the wish to 

maintain a social facade and the response expectations which the question suggests.  

Would students writing in an English 105 examination feel unwilling to attack the role 

f English as medium of instruction for fear that this would affect how their English 

ecturer would mark such an essay?    Or would they feel that they were expected to 

. demographic information; 

. domain-based language use as well as formal and informal language acquisition  
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    and self-rated proficiency in the different SA languages; and 

c.  language attitudes. 

 

a. Demographic Information 

The variables included to obtain the demographic information of the respondents 

are: 

Age, Sex, Matric (high school leaving) symbol for both first and second language, 

Overall matric symbol Year of study at the university  

L

 

Age and sex are two of the variables all attitude researchers include in their 

i

1

h

s

a

c

show significant differences between older entry level students and those  who 

had actually matriculated in 1995?  Sex was mainly used in order to track down 

equal numbers of respondents of both sexes at second year level for the 

longitudinal part of the study.  It was not therefore used to see whether female 

respondents reacted differently to certain statements than male respondents. 

 

G

o

and (see Appendix I - Entry 

evel Survey Questionnaire nos. 1-5). 

nvestigations (cf. Lett and O’Mara 1990, Hakuta and D’Andrea 1992; Pierce 

995).  In this study, age was used to place the respondents within a particular 

istorical setting, South Africa’s transition to full democracy.  These were 

tudents being surveyed two years after the first democratic elections in post-

partheid South Africa.  Had such a momentous change in the history of the 

ountry had an impact on their language use and attitudes?  Would the survey 

eneral intellectual ability and language aptitude feature strongly in the research 

f Clèment, Smythe and Gardner (1978), Ramage (1990) and Bartley (1970).     In 
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this study, these two variables were considered to be factors of considerable 

importance in academic success.  School performance and language aptitude were 

revealed by responses to statements 3, 4 and 5, where students were asked to give 

the results, in symbols, of their school-leaving first and second language 

examinations as well as their overall school-leaving symbol. 

 

Statement 6 (year of study) was used in order to filter out repeaters or second and 

e

c

s

a

 

b. Domain-based language use and self-reported language acquisition and      

 

T tion of the entry level survey, which also formed part of the second 

y

d

South African languages.  Statements about language choice in this section, as 

well as in the other three sections of the survey, were based on the domains of 

language use (Fishman 1968).   The two domains explored in the study were 

home language and the language usually used in communication with friends. The 

researcher was particularly interested in how many respondents spoke exclusively 

Xhosa in these two intimate domains, or also used other languages. 

 

T

xit level students, so that only the results of the genuine entry level respondents 

ould be used. At second year level, the only demographic variables were age, 

ex, and symbols obtained in English 105 and Xhosa 1.  At exit level, only age 

nd sex were used as demographic variables. 

proficiency 

he second sec

ear and exit level surveys, concentrated on language choices in the informal 

omain as well as self-reported language proficiency in the different official 

he last set of statements in this section was used to determine the respondents’ 
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degree of multilingualism, as well as to provide further evidence of the language 

choices made by them. It asked respondents to rate their proficiency in the 

different South African languages by ranking their proficiency from ‘excellent’ to 

‘hardly any or no understanding’.  Their proficiency in different languages was 

further investigated by Section Three (Language Education Profile) which asked 

respondents to record which languages they had learned formally at school, which 

languages they had acquired informally,  and which languages they were studying 

a

 

Statements 24-28 established the actual languages studied at school, in order to 

r

r

t

w

T

w

l

Bartley and Ramage found that students continuing with a language were more 

motivated and had more favourable attitudes towards their language classes.  Such 

students also tended to have higher levels of language aptitude.  

 

c. Determining Attitudes  

As Appendices II and III will show, the two sections in the survey dealing with 

a

a

t university.   

elate these to their high school leaving symbols in these languages, their self-

ated proficiency in these languages as well as the attitudes expressed towards 

hese languages.  Statements 29 and 30 looked at informal language acquisition, 

here motivation appeared to play a direct role (Gardner and MacIntyre 1993).   

hese questions were omitted at second year and exit level.   Statement 31, which 

as repeated at each level, attempted to integrate the role of persistence in 

anguage study (Bartley 1969; Ramage 1990) with attitudes. The research of 

ttitudes (general language attitudes and language in education attitudes) were 

dapted from entry to exit level, in order to filter out information irrelevant to 
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second year and exit level respondents.  At second year and exit level, the 

following statements were omitted from Section V (Language in Education 

Attitude Profile), because they related largely to school and entry level 

experiences: 

I enjoyed the way my first language was taught at school 

I enjoyed the way English was taught at school 

I enjoyed the way I learned a third language at school 

The use of the mother-tongue in English 105 tutorials improved my understanding of English as 

well as my confidence in using it. 

 

What was added to this section in the second year and exit level survey 

q

I

w

C

This statement was added because I felt that the respondents, particularly those 

f

s

 

The exit level survey questionnaire omitted the two statements related to African 

and Afrikaans accents (see below) because it was felt that respondents who had 

made it through to exit level would no longer find such accents problematic, as 

their longer period of exposure to these lecturers would have accustomed them to 

these accents.  One statement was added to section five at exit level: Secondary 

s

w

uestionnaires was the statement relating to the informal acquisition of Afrikaans: 

 have improved my use and understanding of Afrikaans through informal contact 

ith speakers of Afrikaans while studying at UWC and living in the Western 

ape. 

rom the Eastern Cape, needed a definite period in which to develop contact with 

peakers of Afrikaans at UWC and in the Western Cape. 

chool pupils should only be taught in English.  This statement was added to see 

hether, by exit year level, respondents had either increased their support for 
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secondary education in one medium only or had begun to develop firm opinions 

against this notion, thereby revealing more acceptance of either increased mother- 

tongue or bilingual education. 

 

What will be discussed here are those variables that were repeated at each level so 

that changes in attitudes could be measured.  The questions focus on attitudes 

towards English, Xhosa, other Black South African Languages (BSALs) and 

A

a

a

f

1. Official (requiring sufficient standardization; used by the educated people) 

2

3 th unifying and 

s

4. Educational (understood by learners; sufficiently standardized and well 

r

5. Wider Communication (learnable as a second language) 

6. International (potential international language) 

7. School subject (equal or better standardization than home language) 

8. Religious (classical) 

As the selection of variables listed below will show, most of them fall within one 

or more of the functions described by Fasold.   The only exception is the 

r

m

frikaans.   In choosing the attitude statements for the survey questionnaire, I 

cknowledge the influence of Fasold’s table of eight language functions and 

ttributes required for those functions (1984:77).  Fasold lists the following eight 

unctions of language: 

. Nationalist (symbol of national identity and widely used) 

. Group (used by particular groups in ordinary conversation; bo

eparatist) 

esourced) 

eligious/classical category.  The language that would predominate here would 

ost likely be Xhosa, as the language of  religious practices would fall within the 
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intimate or ceremonial domain, unless respondents are fully bilingual and have 

acquired their religious instruction in more than one language. 

 

Ongoing discussions with colleagues and my supervisor further helped to develop 

the list of statements to which students needed to respond.  What will also be 

noted is the mixture of positive and negative statements used throughout sections 

IV and V of the survey questionnaire.  Researchers like Tucker et al. (1989) and 

K

a

s

n

o

p

d

m

r

a

examination of the statements below will reveal this repetition, e.g. statements 7 

and 8 on English. 

 

The statements are presented here according to the language or group of 

languages they refer to, and are, with the exception of statements only used at two 

consecutive levels,  the statements that were repeated  from entry to exit level. 

 

S

atz (1994) have used this mixture in surveys conducted at UWC in  order to 

rrive at more accurate responses from the students and also to ensure that 

tudents have paid proper attention to the statements and do not respond to a 

egative statement as they would respond to a positive statement.  The accuracy 

f the responses to the negative statements would be compared with responses to 

ositive statements which basically asked the same question.  Another important 

evice used was to repeat the same question (or related issue) through two or 

ore  statements which appeared different to the respondent, so that the 

espondent’s total response to that particular set of statements could be taken into 

ccount before drawing definite conclusions about the attitudes expressed.   An 

tatements on English 
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1. There should be one common language, and it should be English. 

2. There are too many English programmes on SABC 1 and 2. 

3

4 its power as the  international 

l

5

primary and secondary school 

6. English should be the only medium of instruction at UWC. 

7. I feel that I have enough English to enable me to cope with university studies. 

8. I find it difficult studying my subjects in a language that is not my mother-tongue - in this case, 

English. 

 

Statements on Xhosa 

1. I feel positive about my mother-tongue and its potential for further development. 

2

3

4 ans’ etc.) of my language 

o

5 lop and dominate  

n

6. The mother-tongue should be the only medium of instruction at primary and secondary school. 

7

u

8. I prefer using my mother-tongue during discussions in tutorials. 

Statements on other Black South African Languages (BSALs) 

1. It is not useful and practical to have 11 official languages in South Africa. 

2. I do not feel positive about the other African languages and their potential for further  

development. 

3. It is essential to learn the dominant African language in your region in order to get  

e

. You can’t get a good job unless your English is good. 

. English has been forced on me because of historical reasons and 

anguage. 

. The mother-tongue should be used together with English as the medium of instruction at 

. There are enough good books, newspapers and magazines in my mother-tongue. 

. There are not enough programmes in my mother-tongue on TV. 

. I don’t like to hear urban varieties (e.g. ‘Tsotsitaal’, ‘Kaapse Afrika

n TV.  They should use only the ‘pure’, grammatically correct versions. 

. My own language is being neglected so that other languages can deve

ationally. 

. A standardized version of Nguni (Zulu and Xhosa) should be developed as one language to be 

sed in education. 

mployment in the New South Africa. 
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4. Our constitution guarantees language rights for all.  Therefore, each student should receive  

some, if not all, of his/her lectures, tutorials and study notes in his/her mother-tongue at  

u

5

u

6

e

7. I have difficulty in following lecturers with an African accent. 

8. It caused problems in tutorials when everyone spoke in their mother-tongues. 

9. I have improved my use and understanding of other African languages through informal contact 

with speakers of these languages on campus. 

 

Statements on Afrikaans 

1. Afrikaans will continue to develop and prosper in the New South Africa. 

2 of oppression. 

3

4

5 mal contact with speakers 

o

 

These attitudinal variables fall into three broad categories: individual versus 

national identity, language and ethnicity and language and education. 

 

i. Variables related to individual versus national identity:   South Africa’s 

rebirth as a nation, with all its attendant advantages and difficulties, is highly 

likely to have an impact on people’s language attitudes.  The South African 

Constitution of 1996 gives 11 languages the status of national languages, and 

a

niversity. 

. All African languages should be developed to the point where they can be used to study in at  

niversity. 

. A standardized version of Sotho-Tswana should be developed as one language to be used in 

ducation. 

. I do not feel positive about Afrikaans, because of its history as the language 

. Afrikaans should be dropped as medium of instruction at the University of the Western Cape. 

. I have difficulty in following lecturers with an Afrikaans accent. 

. I have improved my use and understanding of Afrikaans through infor

f Afrikaans while studying at UWC and living in the Western Cape. 

ttempts have been made to increase the use of all these languages in the media, 
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particularly in those regions where specific indigenous languages are spoken.  

Currently, national language in education policies still need to be finalized, but it 

is clear that English enjoys ‘very substantial affirmation from the African majority 

in the country’ (Ridge, 1998:1).   

 

In contrast to issues of nationhood, there is the issue of individual identity.  With 

which language/s did these respondents identify with most intimately, and what 

r

i

t

d

a

 

What follows here is an explanation of the variables in this category and the 

r

c

w

grouped together, but deliberately mixed up with statements on other languages.  

This was to elicit spontaneous and hopefully more honest reactions to one given 

statement at a time rather than putting an extended focus on one language. 

It is not useful and practical to have 11 official languages in South Africa.  This 

variable attempted to draw out attitudes on the equal official status of eleven 

South African languages and whether respondents felt that this was feasible and 

p

 

easons did they give for this identification?   Le Page (1992:72) contends that 

ndividuals ‘...have to establish their own identity, and do this by relating 

hemselves, positively or negatively, to the people or groups of people they 

iscern around them, endowing these with linguistic characteristics.  The 

ttraction and repulsion are projected through language use’. 

easons for their selection.  The variables are listed here, and in the other two 

ategories,  in the order in which they appear in the survey questionnaire, and it 

ill be noted that statements relating to one specific language were not usually 

ractical. 
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There should be one common language, and it should be English.  Responses to 

this variable were linked to the responses to the above variable, and in essence 

they were both looking for attitudes towards English and the other languages in 

this important national domain. 

 

Afrikaans will continue to develop and prosper in the New South Africa.  Placing 

this variable immediately after the previous one was likely to focus respondents 

o

 

I do not feel positive about Afrikaans, because of its history as the language of 

o

d

m

l

 

I feel positive about my mother-tongue and its potential for further development. 

T

and its potential to achieve true equal status within South Africa with a language 

like English. 

 

I do not feel positive about the other African languages and their potential for 

further development.  This variable set other BSALs apart from Xhosa, and was 

also linked to responses to statements related to the role of these languages as 

n

t

n the the role Afrikaans could continue to play in South Africa.   

ppression.  This variable did not ask for a neutral position on Afrikaans but 

eliberately included its past history in order to determine how powerful the 

emory of that role still was, and how it influenced attitudes towards the 

anguage. 

his variable atttempted to draw out attitudes towards Xhosa in the national arena 

ational and regional languages.  The use of the negative set a further challenge to 

he respondents to be honest  in their responses. 
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There are too many English programmes on SABC 1 and 2.  This variable was 

used to establish which language/s respondents preferred when relaxing in their 

intimate domains.  Research conducted with urban black respondents in South 

Africa (Slabbert and Van den Berg 1994) has revealed that the acceptability of the 

wide use of English on TV is in some doubt.   Respondents in that study 

expressed negative attitudes to the predominance of English after 9pm on TV, the 

u

s

t

 

You can’t get a good job unless your English is good.  This variable attempted to 

d

a

 

 

It is essential to learn the dominant African language in your region in order to 

g This variable was, in some respects, a 

repetition of the previous variable above, but tried to narrow the focus from the 

national to the regional job market. 

 

My own language is being neglected so that other languages can develop and 

dominate nationally.  How did respondents perceive the treatment of Xhosa at the 

h

 

se of English advertisements during African language programmes and the 

econdary position of African language programmes.  This was in strong contrast 

o the popularity of African language soaps and stories. 

raw out respondents’ attitudes towards the importance of their mother-tongue 

nd other SA languages in the ‘good’ job market. 

et employment in the New South Africa.  

ands of the government, judiciary, employers and media? 
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English has been forced on me because of historical reasons and its power as the 

international language.  How did English attain its dominant role in SA?   Did the 

respondents resent this dominance? 

 

 

ii. Variables related to language and ethnicity: The survey included variables 

relating to attitudes towards the mother-tongue and its perceived status and 

t

s

t

c

 

According to the available demographic information, it appeared that the 

r

s

m

c

areas where Black Urban Vernaculars or Colloquial Argots were used (Schuring 

and Calteaux 1997:16).  In addition, as university students, they were members of 

a diffuse community containing many different languages.   Some of the variables 

used in the previous category were repeated here as they also applied to the 

category of language and ethnicity.  

 

T

I

reatment nationally.   Le Page (1992:72) contends that the level of response to 

uch variables would depend on whether the individual is a member of a very 

ightly-knit homogeneous community or a member of a diffuse community 

ontaining many groups and many languages. 

espondents in this study actually belonged to both types of groups.  As the map 

howing the origins of students at UWC in 1996 (Appendix XI) shows,  the 

ajority of the Xhosa students at UWC must have come  from either  rural 

ommunities where mainly rural varieties of Xhosa were spoken, or from urban 

hese variables were selected for the following reasons: 

 feel positive about my mother-tongue and its potential for further development.  
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This variable was included to see how important Xhosa was in defining their 

group identity in a multilingual nation. 

 

My own language is being neglected so that other languages can develop and 

dominate nationally.  If the respondents felt that Xhosa was being neglected, was 

this an indication of a strong sense of individual allegiance to the language? 

 

There are enough good books, newspapers and magazines in my mother-tongue.  

I

i

i

 

There are not enough programmes in my mother-tongue on TV.   Responses to 

t

m

 

I don’t like to hear urban varieties of my language (e.g. ‘Tsotsitaal’, ‘Kaapse 

A   

versions.  Which variety of Xhosa did these respondents feel most represented the 

language that defined them ethnically?  

iii. Language and Education: This category refers to the variables relating to 

language in education policies and language preferences in lectures and tutorials.  

It was included in the survey in order to determine whether there was a direct link 

b

a

f respondents were positive about their mother-tongue, how did they feel it rated 

n terms of available publications in the language when compared to an 

nternational language like English? 

his variable might be a further indication of loyalty to the mother-tongue, or 

ight indicate a shifting preference for programmes in, e.g. English. 

frikaans’, etc.) on TV. They should only use the ‘pure’, grammatically correct 

etween stated preferences for one language as the medium of instruction (MOI) 

nd attitudes towards that language that emerged from all the other variables.   
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The variables used here were selected for the following reasons: 

The mother-tongue should be used as the only medium of instruction at primary 

and secondary school.   Were the respondents in agreement with those 

educationists who argue that their mother tongue should be the principal medium 

of instruction in schools where the majority of the pupils are Xhosa-speaking? 

 

The mother-tongue should be used together with English as the medium of 

i

m

s

m

 

English should be the only medium of instruction at the University of the Western 

C

(

f

 

Afrikaans should be dropped as medium of instruction at all South African 

universities, because of changing student populations.   At the time of the study, 

some lecturers at UWC still used Afrikaans, and were more able to communicate 

with Afrikaans-speaking students than with speakers of other languages (e.g. 

Oosterwyk, interviewed by Cornell 1996:6).  Did the respondents feel that this 

s

p

nstruction at primary and secondary school.  Did respondents favour the  

ixture of English and mother-tongue instruction at  primary and secondary 

chool, which they would have experienced themselves, or did they prefer 

onolingual education in either the mother-tongue or English? 

ape.  At the time of the study, English was already the de facto MOI at UWC 

Cornell 1996:2).   Were the respondents content with this, or did they see a role 

or other languages as well? 

upport should remain, or did they feel unfairly discriminated against when this 

ractice occured?  Responses to this statement were linked to responses on the 
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future role of Afrikaans. 

 

Our constitution guarantees language rights for all.  Therefore, each student 

should receive some, if not all, of his/her lectures, tutorials and study notes in 

his/her mother tongue.   As the South African Constitution of 1996 granted equal 

national status to eleven languages, did the respondents agree that all students 

were legally entitled to educational support in their mother-tongues at tertiary 

l

 

A standardized version of Nguni (Zulu and Xhosa) should be developed as one 

l

t

 

t

 

Similarly, a standardized version of Sotho and Tswana should be developed as 

o

respondents felt about the language rights of non-Nguni speakers - whether 

standardization might also be a valid option for them.  At the same time, it was 

also likely to reveal how much knowledge the respondents had of these languages. 

I have difficulty in following lecturers with an African accent.  What role did 

accent play in evoking particular attitudes?  Was an African accent more or less 

preferable than an English or Afrikaans accent?  What did respondents understand 

b

 

evel?  

anguage to be used in education.   Many arguments have been raised in favour of 

he standardization of Nguni by, among others, Msimang (1994) and Prah (1995). 

While this statement probed how students felt about the issue of standardization, 

heir responses were also likely to reveal attitudes towards Zulu. 

ne language to be used in education.  This statement tried to find out how 

y an ‘African’ accent? 
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I have difficulty in following lecturers with an Afrikaans accent.   Responses to 

this variable might indicate whether an Afrikaans accent evoked positive or 

negative attitudes. 

 

I find it difficult studying my subjects in a language that is not my mother-tongue - 

in this case, English.   This variable asked for an honest response to the issue of 

studying in English, and tried to probe the individual respondent’s attitudes 

t

 

 

I prefer using my mother-tongue during discussions in tutorials.  How did 

r

d

 

I aused problems in our tutorials when everyone spoke in their mother-tongues. 

 

l

How did these responses compare with the responses to the previous statement? 

 

The use of the mother-tongue in tutorials enabled me to understand my subjects 

much better.   Responses to this variable might indicate how respondents felt 

about the role of Xhosa in tertiary education: whether its use in decoding 

academic texts and instructions in English led to greater clarity of understanding. 

 

I

owards the potential barriers created by studying in a second language. 

espondents feel about the use of the mother-tongue in informal tutorial 

iscussions?  Were their responses an honest reflection of actual practice? 

t c

Did respondents feel comfortable in a truly multilingual tutorial?  Or did issues 

ike exclusion and linguicism cause them to react negatively to such a situation?  

 have improved my use and understanding of other African languages through 
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informal contact with speakers of these languages on campus.  Was the campus 

an environment that facilitated the informal acquisition of other BSALs, or were 

there too many social and linguistic barriers that prevented this type of 

acquisition? 

 

I have improved my use and understanding of Afrikaans through informal contact 

with speakers of the language at UWC and in the Western Cape.  How did 

r

 

a

r

 

This concludes the analysis of the variables used in the survey questionnaire.  It 

w

r

w

w

survey questionnaires were responded to in particular ways.  However, as will be 

seen in Chapters III and IV, they also at times elicited results which differed from 

those of the survey questionnaire. 

 

What follows now is a detailed discussion of how the quantitative data derived 

from the survey questionnaires, and the qualitative data from the interviews and 

w

 

esponses to this statement correspond with responses to the previous statement?  

How much actual informal contact was there between speakers of Afrikaans, both 

t UWC and in the Western Cape, and these students, as revealed by their 

esponses here and in the interviews? 

ill be clear that the wide-ranging nature of the survey made it the most important 

esearch tool used in this study, and, important as the other qualitative methods 

ere, they were more limited in terms of scope and representivity.  Their roles 

ere regarded as complementary to the survey, as they provided reasons why the 

ritten work, were analysed. 
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2.5 Data Analysis 

2.5.1 The Quantitative Analyses  

The large entry level sample as well as the smaller longitudinal sample responded 

to the statements on the survey questionnaire/s by blocking in the appropriate 

symbol on the standard UWC multiple-choice computerized answer sheet.  The 

computerized answer sheets of the large entry level group were then statistically 

o

p

q

w

a

l

 

The descriptive statistics of the large entry level group as well as the longitudinal 

g

i

simple to determine the demographic information as well as the language use and 

self-rated language proficiencies of the respondents.    

Greater care was needed, however, with the responses to the attitude statements.  

Some statements in the survey generated a clear majority percentage in specific 

categories like ‘strongly agree’, e.g. the statement Afrikaans should be dropped as 

medium of instruction at university, or ‘strongly disagree’, e.g. I do not feel 

p

d

rganized by staff at UWC’s Information Systems.  The organized data shows, in 

ercentages, what the responses were collectively to the statements on the survey 

uestionnaire at entry level (see Appendix IV).   The same system was followed 

ith the second year and exit level survey responses, and further computational 

nalyses were done with the longitudinal group’s responses from entry to exit 

evel. 

roup were provided through frequency distribution tables, which give 

nformation on how common certain phenomena are.  Thus it was relatively 

ositive about other African languages and their potential for further 

evelopment.  Other statements produced much more variation in the responses, 
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with results spread fairly evenly in most of the categories, e.g. as with the 

statement My mother-tongue is being neglected so that other languages can 

develop and dominate nationally.  

 

In order to obtain a clearer picture of the respondents’ attitudes towards the 

different languages in the survey, it became necessary  to organise the results 

from the attitude frequency tables in separate ranking tables.   These tables ranked 

t

a

r

a

t

r

 

1. which attitudes elicited the highest degrees of uniformity in terms of how many 

r

l

following categories of uniformity in order to distinguish strong attitudes from 

weaker ones: 

A = 80-100% agreed with the statement 

B = 70-79% agreed with the statement 

C = 60-69% agreed with the statement 

D = 50-59% either agreed or disagreed with the statement 

E

 

he strength of the respondents’ agreement, disagreement or uncertainty with the 

ttitude statements.  In Chapters Three and Four, therefore, the attitudes were 

anked on a uniformity index from the highest to the lowest category of 

greement/disagreement.  They were also ranked on an uncertainty index, in order 

o show which statements elicited the greatest degree of uncertainty in the 

esponses.   Ranking the attitude scores in this way allowed me to establish: 

espondents either agreed or disagreed with the statement.  With both the entry 

evel and longitudinal groups, these responses were ranked according to the 

 =  49% and below either agreed or disagreed with the statement 
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2. the degree to which respondents were polarised on certain issues, i.e.  

approximately the same number agreeing or disagreeing with a statement; 

 

3. the degree of uncertainty elicited by each statement.  This was shown by the  

second part of the table, and ranked from the highest to the lowest degree of       

uncertainty recorded; 

 

4. the range and interquartile range of the longitudinal attitude scores, which were 

u

l

 

As was noted earlier, the longitudinal data of  the 20 respondents tracked from 

e

P

p

v

f

 

My important task was to enter the data correctly and to check for integrity.  The 

statistics generated by SPSS provided me with the following results: 

1. Frequency distribution  tables, which show how common certain responses are. 

2. Means, which show what the average scores are. 

3. Standard deviations, which show how scores are distributed about the mean. 

4

d

sed in order to determine whether there was any degree of moderation in the 

ongitudinal attitude scores after entry level.   

ntry to exit level were analysed further, using the updated version of Statistical 

ackage for the Social Sciences (SPSS X) by Nie et al. (1986).  SPSS X lent itself 

articularly well to the type of data analysis required here, because once the 

ariables had been entered, labelled and assigned values, I could generate further 

requency tables and diagrams. 

. Bar Charts and Scattergrams: These demonstrate visually how responses to the 

ifferent attitude statements change from entry to exit level. 
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 The procedure used, after first manually mapping the demographic and attitudinal 

variables of the 20 respondents followed from entry to exit level, was as follows: 

 

1. the data was entered on the SPSS data editor, assigning numbers, labels and 

value templates to each variable.   For example, a variable such as I feel positive 

about my mother-tongue and its prospects for further development had a template 

v

1

2

3

4 = disagree 

5 = disagree strongly 

These corresponded with the symbols A-E on the answer sheets.  In order to 

c

t

 

 

1 = agree/agree strongly 

2 = unsure 

3 = disagree/disagree strongly; 

 

2. the data was checked for integrity by looking at frequency distribution and 

c

 

alue of 1-5 assigned to it, which meant: 

 = agree strongly 

 = agree 

 = unsure 

reate the bar charts and scattergrams, the templates were re-configured so that 

here were only template values: 

hecking the data for anomalies; 
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3. descriptive statistics (valid respondents, missing respondents, mean, median, 

mode and standard deviation) were generated and checked for normality using the 

SPSS statistical functions; 

 

4. frequency tables were generated for each variable; 

 

5. the frequency tables for the different attitude statements were then used to 

c

l

 

The longitudinal results are discussed fully in Chapter Four.  All the statistics and 

c

 

 

 

 

 

 

2.5.2 Qualitative Analysis 

The recorded interviews at entry and second year level were transcribed by me 

and  at exit level they were translated and transcribed with the aid of a Xhosa 

research assistant from the Department of Linguistics.  Written data was stored 

according to level and topic, after which it was  read and analysed.  The data was 

t

i

reate ranking tables based on uniformity and uncertainty indices for the 

ongitudinal group.  

harts generated through these procedures can be found in Appendix XIII. 

hen approached with three particular research questions in mind, in order to 

mpose an organizing scheme on the data.  According to Seliger and Shohamy 
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(1992:205) qualitative researchers look for ‘commonalities, regularities, or 

patterns across the various data texts’ which allow them to come up with an 

organizing scheme.  The research questions were: 

1. What were the common trends revealed by this data? 

2. What fresh insights were revealed by the quantitative data? 

3. To what extent did the qualitative analyses support the quantitative analyses?  

 

The commonalities and general trends in the qualitative data were mapped from 

e

w

t

t

 

 

 

Conclusion 

W satisfied that the objective of ‘triangulation’ in the methodology of 

data collection was achieved, my main reservation is the small size of the 

longitudinal sample, which makes it difficult to generalise the findings of this 

sample to the larger population of Xhosa students at UWC.  Perhaps I can draw 

some comfort from Reichardt and Cook's observation: ‘While a large and diverse 

sample of cases can aid in such informal generalizations, so can a depth of 

understanding of a single case’(1979:115).   

 

ntry to exit level, and the patterns of change in the data were further compared 

ith those in the quantitative data to look for similarities and differences between 

he two types of data.  Particular attention was also paid to differences between 

he attitudes and use patterns revealed by the two types of analysis.   

hile largely 
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CHAPTER THREE  

ENTRY LEVEL PATTERNS OF LANGUAGE ATTITUDES AND USE 

 

Introduction 

The focus of this chapter is to provide a profile of  patterns of language attitudes and 

use with which 198 Xhosa students entered the University of the Western Cape in 

1996.   The aim of the chapter is to show which patterns of attitudes and use had been 

A part of lectures which concentrated on raising awareness of South Africa’s 

multilingual reality, three entry-level English 105 lecture groups at the University of the 

Western Cape responded to a survey questionnaire which aimed to uncover several of the 

language attitude and use patterns of entry-level students.  In addition, 25 Xhosa home 

language speakers from one of these lecture groups were interviewed.  These respondents 

came from one of the smaller study groups, known as tutorials, into which the English 

105 lecture groups were normally divided.   Final examination essays written by 60 

English 105 Xhosa students, drawn from the same lecture group as the interviewees, were 

also analysed. 

formed in these respondents from their earliest formative years until they entered 

university, and to consider the possible causes underlying these patterns.    The 

findings of this part of the research also provide a basis for the study of possible 

changes in language attitudes and use resulting from three years of academic study as 

well as the cognitive, socio-cultural and affective influences that accompanied this 

period.  Patterns of change and their possible causes are the focus of Chapter Four. 

 

s
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I am however mindful of the fact that the use of the recurrent theme of language and 

culture in the English 105 course, as well as the exposure of these respondents to many 

debates and discussions around multilingualism in some of their other courses like 

Sociology and Linguistics may have influenced some of the results in this chapter.  

p

 

y level quantitative 

other Black South African Languages (BSALs) and Afrikaans.  All frequency results 

are given as percentages.  Each sub-section is followed by discussion and analysis. 

 

3.2.1 Demographic Data  

The Demographic data of the entry level group (see Table Two, Appendix IV) is 

discussed here.  Table Two will show that in some cases students left certain 

Consequently, the conclusions drawn from this chapter should only be regarded as 

rovisional pending the results of the longitudinal study in Chapter Four. 

 

 

 

3.2 The Quantitative Analyses: Findings and Discussion

This section is an exposition of the trends emerging from the entr

data. This data was derived from the responses to the entry-level questionnaire, and 

is presented through frequency tables in Appendix IV which show the respondents’ 

demographic data, self-rated language proficiencies in the different SA languages, 

and language attitudes, which are divided up further into attitudes to English, Xhosa, 

categories blank.  This is indicated by ‘no response’.  In other cases (home language, 
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language with friends and languages informally acquired) the percentages exceed 

100% because students could choose from two different statements covering more 

than 10 languages. 

 

3.2.2 Discussion of Demographic data  

 The demographic data reveals the following information about the respondents: 

 

Age.   In 1996, they were all in the age range 18-35, and would consequently have 

English as medium of instruction (MOI) after the first four years of schooling.  All 

these factors may have exerted an influence on their language attitudes and use. 

 

2. Sex:  Female students far outnumber male students in this group of respondents, 

probably because of larger numbers of female students in the Arts and Education 

faculties, if not in the Law faculty.   However, this variable was included in this 

1. 

been influenced by the dramatic historical events and changes in SA.  Some of the 

older ones were already primary school or secondary school pupils when the Soweto 

uprisings took place (ostensibly because of the enforcement of Afrikaans in black 

schools) and all of them experienced the dramatic changes of 1990-1994 such as the 

unbanning of liberation organizations, the death of ̀ grand apartheid’ and the coming 

to power of the African National Congress.  Many of these respondents may also 

have come from backgrounds of extreme educational disadvantage, with poorly 

resourced schools and unqualified teachers.  They would definitely have switched to 

study simply to try and balance the sexes in the longitudinal case studies and was not 

considered likely to skew the attitude and use patterns.  One area that it may have 
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influenced is the large number who reported studying Xhosa at university, as 

language departments at UWC traditionally contain more female than male students. 

3. Overall School Leaving Symbol:  The educational disadvantages referred to above 

are related, together with individual ability, to these respondents’ poor school-

leaving results, with more than half (59.6%) having left school with an average score 

of less than 50%.    There are no A or B passes, only 8.8% C passes and 31.6% D 

passes.  The early transition to English as MOI may have been a factor contributing 

First and Second Language Results:  It may be significant that most of the 

expect better results here.  The results shown for the variables 

school and second language at school reveal that for the majority these two 

languages were Xhosa (87.7%) and English (88.9%) respectively.  Small 

percentages listed Tswana (5.3%), English (3.5%), Pedi (3.5%), Swati (1.8%) and 

‘Other’ (7%) as their first language, while Afrikaans (8.0%), Xhosa (2.5%) and 

Tswana (0.6%) featured as second languages.  There were no A passes (80%+) in 

either first or second language.  B passes (70%+) number 5.3%  and 1.8% for first 

to these poor examination results.  Heugh (1999:159) points out that passrates 

among African matriculants were much higher when, prior to the Soweto riots of 

1976, they had benefited from eight years of mother-tongue education before 

switching medium of instruction to English and Afrikaans (50% of their subjects had 

to be taught in English, and 50% in Afrikaans at secondary school). 

 

4. 

respondents did not achieve much better results in their first language school-leaving 

examination than in their second language examination, for one would normally  

first language at 

and second language respectively.  The first language results were better in the C 



 

 
 96 

(60%+) category (22.8% against only 12.3% for the second language) but only 

slightly better for the D (50%+) category (38.6% against  36.8%).  More respondents 

obtained an E (40%+) score or below E for the second language than for the first 

language. 

 

The results for these variables appear to bear out some of the arguments surrounding 

the teaching of first languages in South African black schools.  Firstly, the results 

offer some proof of Gough’s description (1995 and1998) of the difficulties Xhosa 

department.  In his report on the programme, he wrote: ‘It is a fact that most students 

in this department (Xhosa) carry the legacy of inferior education from the former 

under-resourced Department of Education and Training (DET) and the TBVC (black 

homeland) states.  There had been little or no teaching of writing in these education 

departments’ (Mabizela 1995:133). 

  

pupils experience with the way in which Xhosa is taught at school.  There may also 

be some evidence in these results of  the disparity, highlighted by Makoni (1995) 

and Schuring and Calteaux (1998), between school and home language, with the 

standardized Xhosa taught at school being very different from the variety used in the 

home. Discussions between the English 105 course lecturers and the Xhosa lecturers 

at UWC in 1995 revealed that many of the problems experienced by the English 105 

lecturers, such as inadequate academic reading and writing skills, were shared by 

their Xhosa colleagues.  In 1994, a lecturer from UWC’s academic development 

centre designed and facilitated a writing tutorial programme in the Xhosa 

The poor results in English may stem, according to Webb (1996:179) and Kembo 
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(1999:306-9) from factors like the following: the poor training received by teachers 

in black schools, their often inadequate command of English, and an over-emphasis 

on the teaching of grammar.  Poor exposure to English may be another factor, with 

English seldom used in the normal daily lives of black children.  Finally, reading for 

pleasure (in any language) in the home is rare in many black homes (Mawasha et al. 

1994:35). 

 

 Language with friends, first language at school and home language:  The 

Third language at school:  Apart from small percentages for Zulu (11.1%), 

most of these respondents were taught as their third language at school.   In the 

provinces these respondents were mainly drawn from, viz. the Western Cape and the 

Eastern Cape, Afrikaans is the home language of the largest and second largest 

speech community respectively (Statistics South Africa 2000).  This factor, together 

with its position as the main third language of the respondents, means that there must 

have been some degree of understanding of Afrikaans among many of these 

5.

percentages for choice of language with friends matches the percentages for first 

language at school and home language very closely.  There is no evidence here of a 

language shift towards English.  However, the sampling procedure may have skewed 

the results here, as students had to make a choice between English and Xhosa.   

However, another, more open-ended survey done at UWC (De Witte 1998) also 

showed similar low figures for English used with friends (also see Dyers 1996). 

 

6. 

Tswana (1.9%) and English (1.9%),  Afrikaans (85.2%) was the language which 

respondents.  A mere1.8% reported studying Afrikaans at first year level at 
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university, and a similar low percentage reported having acquired Afrikaans 

informally. 

 

 

7. Languages studied at UWC:   All the respondents were doing the English 105 

course at the university, and a  further 36.3% were studying Xhosa at first year level. 

 As was mentioned previously, the large number of female respondents in this group 

as highly recommended but not compulsory for students who 

they left school.  Students could choose between this course and the first year of 

English (English 101).  The fact that so many of them opted to do this course (more 

than 900 students were registered to do the course in 1996) shows that most felt that 

they could not cope with the demands of the literature in the English 101 course or 

with the level of English they experienced in their lectures and reading texts.  

Another reason may be that it was much easier to pass English 105 than English 101, 

could have influenced the number studying Xhosa, but there may have been other 

factors influencing this choice.   These factors may have included being able to study 

through the medium of Xhosa and dealing with lecturers and tutors who spoke the 

language.  Very small numbers were studying Arabic, Afrikaans, French or German.  

  

In 1996, English 105 w

needed help with academic English and study skills like reading, writing, lecture 

listening and note-taking, participating in discussions and information literacy.  The 

course was developed as a result of the problems students experienced with English 

at university level as a result of the low level of proficiency in English with which 

as can be seen from the respective passrates for these courses.  In 1996 the passrate 
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for English 105 was 88.5% as compared to only 39.7% for English 101 (Source: The 

Department of English, UWC).  

 

 

8. Languages informally acquired: While small numbers reported having acquired 

other South African languages informally, a significant number (36.8%) reported 

having acquired Zulu in this way.  Zulu also features, after Afrikaans, as the second 

:   Based on these figures, some conclusions can be arrived at about the 

number reported using it to communicate with friends.  Afrikaans was mainly 

learned at school, while Zulu was mainly informally acquired.   

 

 A common, stereotypical assumption made about Black South Africans is that most 

of them are multilingual, able to communicate fluently in more than two languages 

(Alexander 1995:38).  While this pattern may be true in areas of linguistic 

most important third language learned at school (11.1%).  The fact that Zulu and 

Xhosa are in fact both varieties of Nguni has already been reported  in Chapter One, 

and this will explain why more of these respondents reported acquiring Zulu rather 

than any other BSAL.  

 

Conclusions

linguistic make-up of the entry level respondents and their degree of 

multilingualism.  Firstly, their choice of first language, home language and language 

with friends was mainly Xhosa.  While most of them studied English at school as 

their main second language, and were studying it at university, only a very small 

confluence like Gauteng (a province in SA), it is not reflected in the language use 
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patterns of many of these entry-level respondents.  Many of them came from largely 

monolingual rural areas in the Eastern Cape, where Xhosa is the dominant language. 

 Those who came from the Western Cape mainly lived in black townships, where the 

majority of the population spoke Xhosa, and where urbanisation had not led to a 

high degree of multilingualism.  Although a small number of these respondents 

spoke other African languages, many of them can probably best be described as 

‘non-fluent bilinguals’ (Edwards 1994:58) in Xhosa and English, with differing 

 to university 

 

Table Two shows the self-rated language proficiencies of these entry-level 

respondents, and possibly reflects the actual language use of the students surveyed 

(see ‘Home language of UWC Students in 1996' in Chapter Two).  Languages like 

Tswana, Pedi, South Sotho and Swati only feature as very small percentages in the 

‘average to excellent’ categories, and speakers of these languages probably came 

from areas other than the Eastern or Western Cape.  For the majority of the 

levels of receptive and productive competence in these two languages. 

 

 

3.2.3 Self-reported Language Proficiency Data at entry level

Table Three (Appendix IV) reveals how the students rated their own proficiency in 

the different official languages of South Africa.   Tsonga, Ndebele, Venda and 

Arabic were omitted from this table as all students rated their ability in these 

languages as ‘poor’ or ‘hardly any or no understanding’. 

 

3.2.4 Discussion of the self-reported language proficiencies

respondents, these languages feature mainly in the ‘poor’ to ‘hardly any or no 
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understanding’ categories, (or do not feature at all).  They are therefore excluded 

from further discussion.   

            

The self-rated proficiencies in Xhosa, English, Zulu and Afrikaans will now be 

discussed.  They are presented in this order to reflect their relative positions in the 

ratings of the respondents. 

 

Xhosa:  As could be expected, most of the respondents (85%) felt that their 

English:  The next language where significant numbers claimed good (56.1%) to 

average (28.1%) proficiency is English, the main second language of these 

respondents. It must be remembered that this survey was conducted after seven 

months of exposure to academic English as well as the English 105 course.  

Therefore many of  these respondents may have felt that this period of exposure 

justified them in claiming largely average to good proficiency, in spite of the large 

number who obtained marks below 50% in the school-leaving examination. 

1. 

proficiency in their mother-tongue, Xhosa, was excellent. However, small 

percentages felt that they were only good (7.5%) to average (7.5%) in the language.  

These latter respondents may have been measuring their use of Xhosa against the 

more formal and academic Xhosa they were experiencing at university, which may 

have been quite different from  the particular dialect of Xhosa which they spoke at 

home. They may also have been influenced by their poor school leaving results in 

the Xhosa First Language examinations.  

 

2. 
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In addition, English is the main language of teaching and learning at UWC (UWC 

Draft Language Policy Discussion Document, 1998) and there has always been a 

considerable number of English home language users among staff and students.  All 

these factors are likely to have influenced the respondents’ perceived proficiency in 

English.  There may also be a link between their self-rated proficiency in English 

and their  positive attitudes to English in the national and international domain, as 

shown by their ranking of attitudes to English (see Table Eight, Appendix IV).   

Zulu:   The only BSAL which features strongly in this section is Zulu.  Zulu and 

Zulu as poor while 10.5% felt that they had hardly any competence in the language.   

 

4. Afrikaans: Despite its role as the main third language studied at school, 

respondents mainly rated their proficiency in Afrikaans as ‘poor’ (33.3%) to ‘hardly 

any or no understanding’ (45.6%).  Only small percentages felt that their Afrikaans 

was good (5.3%) or average (8.8%), and these respondents may have come from 

Positive attitudes towards a language, as Hakuta and D’Andrea (1992) contend, can 

influence people’s perceived proficiency in a language - the more positive the 

attitude, the higher the respondent is likely to rate his/her proficiency in that 

language. 

 

3. 

Xhosa both belong to the Zunda sub-group of Nguni (Slabbert and Finlayson 

1995:131) and are  linguistically very close.  A fair number of respondents reported 

good (21.1%) to average (28.1%) proficiency in Zulu, and a tiny percentage (1.8%) 

even rated their proficiency as excellent.  At the same time 29.8% regarded their 

areas where Afrikaans was the dominant language.  The fact that many of these 
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respondents seldom needed to use Afrikaans in their daily lives (as can be seen from 

their home language/s and the language/s they preferred to use with their friends) 

may have contributed to this low rating of Afrikaans, but negative attitudes towards 

Afrikaans (see Tables Seven and Eight, Appendix IV ) may also have influenced the 

self-rated proficiency scores.   

Conclusion: There appears to be a direct link between the linguistic information 

supplied in the demographic data and the self-rated language proficiencies reported 

 

the language attitude statements used in 

English, Xhosa, other BSALs and Afrikaans.   These frequency tables (Tables Four 

to Seven) can be found in Appendix IV.   The tables were then used to create one 

table (Table Eight) which ranks the degree to which respondents specified the 

strength of their agreement, disagreement or uncertainty with all the statements.  

Ranking the attitude scores in this way allowed me to establish: 

• which attitude statements elicited the highest uniformity of agreement or 

d

here.  Table Two therefore provides further evidence to support the demographic 

information on languages.  For the majority of these entry level respondents, Xhosa 

is the first language, English is the second language and Zulu is the language most 

understood of all the other South African languages. 

 

 

3.2.5 Language Attitudes 

Chapter Two contains an exposition of all 

the study.  The responses to these statements in the survey questionnaire were used 

to create separate attitude tables for the different languages used in the study: 

isagreement from the respondents.  These statements were ranked 
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according to the following categories of uniformity in order to distinguish 

strong attitudes from weaker ones: 

            A =  80-100% agreed with the statement 

             B = 70-79% agreed with the statement 

C =  60-69% agreed with the statement 

D = 50-59% agreed or disagreed with the statement 

E =  49% and below agreed or disagreed with the statement 

 

the degree to which respondents were polarised on certain issues, i.e. 

a

P

 

and the degree of uncertainty elicited by each statement.  This is shown by 

t

u

 

l responses were ranked according to 

uniformity and uncertainty indices.  The first three categories also show the strength 

of the level of agreement with a statement in those cases where the percentage for 

‘strongly agree’ was higher than the percentage for ‘agree’. 

 

 

3.2.6 Discussion of the comparative ranking of attitudes at entry level 

• 

pproximately the same number agreeing or disagreeing with a statement.  

olarised scores are underlined in the table; 

• 

he second part of the table, and ranked from 35-0% (the highest degree of 

ncertainty recorded was 31.6%). 

Table Eight shows how the entry leve

Table Eight clearly reveals which language issues were most significant to these 
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entry level respondents, and which were considered to be less significant.  These 

issues are discussed here under three separate headings - most uniform attitudes, 

moderate attitudes and attitudes with no clear direction.  

 

 

Most uniform attitudes: 

Highest on the ranking of attitudes is the respondents’ strongly positive attitude 

English.  Respondents clearly expressed a 

preference for the use of English together with the mother-tongue at school.   

However,  this needs to be examined closely before seeing it as a move away from 

the normal preference of black people in South Africa for English as the sole 

medium of instruction at school, reported in earlier studies (Mawasha 1996:20; 

Heugh 1995:341; Chick 1992:31).  This preference for a mixture of English and 

Xhosa as languages of learning may firstly be a reflection of the actual experiences 

towards their mother-tongue, Xhosa, and its potential for further development.   For 

the majority of these respondents, Xhosa appeared to be intimately connected with 

their sense of personal identity and their membership of a particular ethnic and 

cultural group in South Africa.   This also came through very strongly in the 

interviews conducted with some of the group.  Respondents also signalled fairly 

conclusively that they had enjoyed the way in which Xhosa had been taught at 

school, despite the many difficulties they may have experienced at school with the 

standard variety of Xhosa.  

 

Two attitudes in the top category relate to 

at school of some of the respondents.  A study conducted with mainly Xhosa 
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students in the Department of Linguistics at UWC  (Anthonissen et al. 1998:34) 

revealed that approximately 50% of the Xhosa respondents in that study had been 

taught through a mixture of Xhosa and English at school, while the other half 

reported that they had been educated solely in English.  

 

Secondly, the low competence in English of both the pupils and the teachers in the 

schools these respondents came from may also have contributed to this result.  Desai 

the respondents did not really see a role for any other language in their tertiary 

education. 

 

Strong attitudes appear in category B.  Three of these attitudes relate to English, and 

one to other BSALs.  Respondents felt strongly that there were too many English 

programmes on SABC 1 and 2, the national TV channels that were supposed to be 

(1999:179) reports on the following linguistic practices in a typical black primary 

school in the Western Cape: ‘Except for the English classes, the teacher used mainly 

Xhosa to convey information to the learners, but referred them to the English in their 

textbooks when appropriate and used English for technical terms, such as names of 

birds (parrot, canary, owl).’   It is highly likely that such typical primary school 

linguistic practices would persist into secondary school, despite pupils being 

expected to do most of their writing tasks and examinations in English.  Respondents 

were also conclusive in their support for English as the only medium of instruction 

at UWC.  This result probably reflects their actual experience of English as the main 

MOI at UWC and may also imply that, apart from lectures in the Xhosa department, 

more multilingual than the designated English channel, SABC 3.  This may imply 
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that most of these respondents were in favour of more programmes in African 

mother tongues, especially in less formal settings such as their home environment.  

A language preference study carried out in urban areas of Gauteng by the 

Broadcasting Research Unit in 1994 (Slabbert and Finlayson 1995:151), showed that 

black South Africans preferred hearing their own language in all programme 

categories, even in overseas drama or sports programmes. 

 

sed problems in tutorials when everyone 

ndicated that they had enjoyed the way 

impossible to secure good employment without a good command of English.  In this 

respect, the study supports the findings of at least two other South African studies.  

According to Bosch and de Klerk (1994:57) the respondents in their study in the 

Eastern Cape rated English as the language ‘necessary for success’.  Anthonissen et 

al. (1998:35) reported that the Xhosa respondents in their study emphasized the 

importance of English for ‘...professional factors’ (also see Dyers 1996:27).   

Respondents also largely agreed that it cau

spoke in their own mother-tongues.  This finding may have been influenced largely 

by pragmatic reasons, such as the amount of time absorbed by having to wait for 

multiple translations and the sense of exclusion they may have felt when others 

opted to speak in their mother-tongues. 

 

A fairly high percentage of respondents i

English was taught at school.   Enjoying the way in which the language is taught at 

school can also contribute to a positive attitude towards the language (Gardner and 

MacIntyre 1993:2).  Not surprisingly, many of the respondents felt that it was 

Clearly, the majority of the  respondents in my study were only too aware of the 
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dominant role of English in the domain of higher status work. 

 

More moderate attitudes: 

Moderately strong attitudes are ranked in Category C.   Of these, two relate to 

English, three to Xhosa, one to other BSALs and two to Afrikaans.   Respondents 

signalled moderate support for English as the common language of South Africa, but 

also tended to agree that English had been forced on them for historical reasons and 

e were not enough programmes in Xhosa on 

preferred to hear a particular rural variety of Xhosa. Slabbert and Finlayson 

(1995:147) report that many black people associate rural varieties of their languages 

with values such as ‘traditional’ and ‘responsible’.   However, the respondents’ own 

variety of Xhosa may not have been a rural variety, as many of them came from 

urban areas.  Black urban varieties have shown growth and vitality in the cities while 

the use of rural varieties, especially among the young, has declined (Schuring and 

because of its power as the international language.  This latter finding may have 

been influenced by the discussions on language and culture in the English 105 

course.  Researchers like Bosch and de Klerk (!994:56) and Webb (1992:449) have 

revealed a strong preference for English as national language among black South 

Africans.   

 

Respondents  tended to agree that ther

TV.   Many of the respondents also appeared to be fairly prescriptive about the 

version of Xhosa that they wanted to hear on TV.  They appeared to reject the use of 

urban varieties of Xhosa and colloquial argots like Tsotsitaal and apparently 

Calteaux 1997:17).  However, speaking one variety of a language does not 
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necessarily imply that one confers a high status on that variety, and this may have 

accounted for the above result.  These respondents may have displayed overt 

positive attitudes towards a particular rural variety of Xhosa, but may also have held 

covert negative attitudes towards it as the language of the older, poorer and less 

educated generation. 

 

There was a moderate level of support among these entry-level respondents for the 

 

A fairly significant percentage of all respondents agreed that Afrikaans should no 

longer be used as a MOI at South African universities.  This is in contrast to the 

overwhelming support for English in this role. Several respondents also agreed that 

lecturers with Afrikaans accents were difficult to understand.  It is possible that the 

respondents surveyed here did not really have major problems with the intelligibility 

of Afrikaans-speaking lecturers, but that the Afrikaans accent aroused strong 

standardization of Nguni.   This contrasts with previous research which has shown 

largely negative reactions to the standardization of Nguni (Msimang 1994). Thus 

these respondents may have shown a moderate shift in the usually negative attitudes 

towards the standardization of Nguni.  However, what cannot be discounted here is 

the exposure of these respondents to discussions and debates around this issue in the 

media, public debates at UWC as well as lectures in courses like English 105 and 

Sociology at UWC.  The same kind of exposure could have resulted in the 

respondents’ moderate support for the development of all African languages up to 

tertiary level. 

negative attitudes that in turn may have blocked the comprehensibility of the 
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lecturer.   Mabizela (1996:9), interviewed in 1996 about his experiences as a Xhosa 

student at UWC, admitted that his negative attitude towards Afrikaans had affected 

his studies in one of his courses.  ‘Because the lecturer was Afrikaans-speaking, we 

viewed him or her as racist and our learning of the language and of the content of the 

course was affected’ (1996:9). 

    

The respondents’ reaction to lecturers with an Afrikaans accent tends support to 

Attitudes revealing no clear direction: 

The attitudes ranked in categories D and E may be regarded either as polarised 

attitudes or attitudes indicating no clear trend, and only very tentative conclusions 

can be drawn from these results.  The ranking of statements in these categories may 

indicate that the issues contained in them are not as important or relevant to the 

respondents as those ranked in the previous three categories.  Responses to many of 

these attitude statements are also characterised by high levels of uncertainty, 

earlier research by Vorster and Proctor (1975:108) and Bosch and de Klerk 

(1994:55), which also indicated that black South Africans associate negative 

attributes with speakers of Afrikaans.  Vorster and Proctor reported that their mainly 

Xhosa-speaking respondents at the University of Fort Hare in the Eastern Cape 

tended to regard speakers of English as friendly and sympathetic, and speakers of 

Afrikaans as strict, authoritarian and unsympathetic.  Bosch and de Klerk reported 

that the Xhosa respondents in their study rated speakers with Xhosa and English 

accents as much more appealing than speakers with Afrikaans accents. 

 

indicating that respondents did not know much about the issues contained in the 
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statements. 

 

Two of these statements relate to English.  The strong support for English as the 

only MOI at UWC is tempered by the respondents’ uncertainty about their 

proficiency in academic English.  This is shown by the fairly low level of agreement 

to the statement I feel that I have enough English to enable me to cope with 

university studies, and the more polarised responses to the statement I find it difficult 

 

significant 47.4% of all respondents disagreed with the statement. 

 

Respondents were polarised on the issue of whether Xhosa was being neglected in 

favour of other languages, with virtually the same number of respondents agreeing 

or disagreeing with the statement.   A significant percentage (21.1%) also indicated 

uncertainty in this regard.  The respondents were also largely uncertain about 

whether there were enough good books, newspapers and magazines available in 

to study in a language which is not my mother tongue - in this case, English.  

Several statements relating to Xhosa are also ranked in these categories. Two

elicited weak levels of agreement or disagreement, while others were more clearly 

polarised.  While more than half the respondents disagreed that the mother-tongue 

should be the only MOI at school, a significant 40% agreed with the statement. This 

split in the responses is in contrast to the conclusive support expressed  for the use of 

English together with the mother-tongue at school.   A low level of uniformity 

(55.6%) was also signalled for the statement that using the mother-tongue in 

tutorials helped respondents to understand their academic subjects.  However, a 

Xhosa.   During the apartheid years, publishers in South Africa focused on the 
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limited production of educational material in Xhosa and other black languages, 

instead of developing more popular reading material in these languages.  And in 

many black homes, there was no culture of reading, as books and newspapers were 

an unaffordable luxury.   This situation has not changed much, which may have 

contributed to respondents’ uncertainty about the number of publications in Xhosa.  

Schonstein Pinnock (1994:82-83) writes: ‘Even after liberation, the top selling 

newspapers aimed at African culture are in English’.     

ents about the role of Xhosa in tutorials elicited polarised 

ed patterns, the reality observed by the researcher and 

other lecturers and tutors at UWC is that most Xhosa students at UWC freely use 

their language in tutorial discussions with other Xhosa speakers.  Apart from this 

being a completely natural and intimate thing to do as a signal of Xhosa identity to 

other Xhosa speakers, these students also try to improve their understanding of their 

subjects through the mother-tongue.  Often, as has been observed in Linguistics 

tutorials (Seminar discussion, Dept of Linguistics, UWC, May 18, 2000), they are 

completely unsuccessful because their Xhosa is inadequate for discussions on 

 

A further two statem

responses.   Respondents were polarised on the issue of  the mother-tongue’s role  in 

improving their use and understanding of English, with 40.4% agreeing that it had 

helped, but 47% disagreeing.  The same pattern of polarity emerged for the 

statement which asked students whether they preferred using the mother-tongue in 

tutorials, with 47.4% disagreeing and 45.6% agreeing with the statement. 

   

However, despite these polaris

academic issues that do not translate readily into Xhosa from English.  Those 
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respondents who supported the use of Xhosa in tutorials may therefore have been 

completely truthful.  Those who opposed it may have had overt negative attitudes 

towards its use in this educational domain, but may have shown their covert positive 

attitudes towards the use of Xhosa in tutorials through their actual behaviour.   

Another likely explanation is that some respondents may have wanted to use more 

English in their discussions, but could not because of their inadequate command of 

the language, and therefore reverted to the mother-tongue. 

ightly more than half of the respondents (52.6%) disagreed that they had difficulty 

aining statements relating to other BSALs were ranked in category E.   

affecting these languages.   Respondents appeared to be undecided about how useful 

and practical it was to have 11 official languages, with almost equal numbers either 

agreeing or disagreeing with the statement.  The fact that a significant majority of 

these respondents felt that English should be South Africa’s only common language 

underlines their uncertainty about the issue of having 11 official languages.  The 

practical implementation of such a policy may also have been another concern.  

 

 

Sl

in understanding lecturers with an African accent, while only 19.3% agreed with the 

statement.  It appears therefore that respondents were more positive about lecturers 

with an African accent than lecturers with an Afrikaans accent.  However, 22.8% 

indicated that they were not sure about this statement. 

 

All the rem

This may indicate that the respondents did not know enough about the issues 

The respondents also showed some variation in their responses to the statement I do 
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not feel positive about the other African languages and their potential for further 

development.  While a substantial 49.2% disagreed, 31.6% were uncertain about this 

statement, while 19.3%  agreed.  Although 47.7% agreed that knowledge of a 

dominant regional language was likely to improve one’s employment prospects in 

such a region, 24.6% were uncertain while 20.8%  disagreed.  This was in fairly 

strong contrast to these respondents’ strong sense of the importance of good English 

in securing good employment. 

ement that all students had the right to 

 

The respondents’ willingness to acquire other BSALs informally may also indicate 

underlying attitudes towards these languages.   A significant number of the 

respondents (47.3%) agreed that they had improved their acquisition of other BSALs 

 informally at UWC at entry level.  However, an examination of the demographic 

data in table one is quite revealing.  The language which most respondents reported 

having acquired informally is Zulu (36.8%) followed by much smaller figures for 

  

There was no clear-cut response to the stat

receive some instruction and study materials in their own language.  Many 

respondents, according to their interviews and written work, appeared to respect the 

democratic rights of speakers of other languages to receive educational support in 

their own languages.  But  they also expressed concern about the implementation of 

such rights, particularly in institutions which served largely multilingual student 

populations.  Respondents were also undecided about the standardization of Sotho-

Tswana, most likely as a result of insufficient knowledge about this issue. 

South Sotho (8.8%), Pedi (8.8%), Swati (3.5%) and Tswana (3.5%).   So one may 
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conclude from this evidence that informal improvement had actually taken place 

largely in the language which was closest to Xhosa, namely Zulu.  Limited exposure 

to speakers of Zulu at UWC may have assisted in this improvement.  Respondents  

may also have become more aware of the similarities between Xhosa and Zulu as a 

result of class discussions on the possibility of harmonizing the two languages.  

 

Two statements on Afrikaans appear in categories D and E.  The statement about the 

Bearing in mind that attitudes are relatively stable over time (Baker 1981:114), one 

could speculate that the attitudes which received the highest rankings at entry level 

were unlikely to change over the period of this study, and that changes were more 

likely to occur in the lower categories - from category C to E, where many polarized 

and unclear attitudinal responses emerged.  It was possible that these lower 

categories contained the more mutable attitudes that were likely to respond to certain 

influences at university.  

continuing development and prosperity of Afrikaans in the new South Africa elicited 

54.4% disagreement, with only 15.8% agreement.  It also elicited a fairly high 

degree of uncertainty  - 29.8%.   The statement I am not positive about Afrikaans 

because of its history as the language of the oppressor elicited more polarised 

responses. While 45.7% agreed that they were negative about Afrikaans, 31.5% 

disagreed with the statement, while a further 21.1% indicated uncertainty.  The latter 

finding may indicate less overt negativity about Afrikaans in these respondents than 

was reported in previous attitude studies. 
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What the table demonstrates quite clearly is that the principle language concerns for 

these respondents were related to English (specifically its role in education) and 

Xhosa (mainly as a marker of ethnic identity, but also in school education).  While 

respondents largely agreed that all African languages should be developed to tertiary 

level, they objected to hearing too many different languages in their tutorials.   On 

the whole, issues related to other BSALs and Afrikaans tended to predominate in the 

lower categories of uniformity and fairly high on the uncertainty index. 

ollowing section, the analysis of the qualitative data  provides many of the  

 

 level respondents in 

1996, as well as 60 essays written by entry level respondents in the English 105 

examination at the end of that year.  The interviews and written responses can be 

found in  Appendices V and VIII respectively.  

 

3.3.1 The common trends in the qualitative data 

In order to impose an organizing scheme on the data, it was necessary to look for 

  

In the f

reasons for the attitudes reported in this section.   I will also demonstrate whether 

these different methods of elicitation (interviews and written work) produced  

similar results with regards to attitudes as the questionnaire. 

 

 

 

3.3 The Qualitative Analyses: Findings and Discussion

The qualitative analyses are based on interviews with 25 entry

commonalities, regularities or patterns across the various data texts.  With the 



 

 
 117 

interviews, the analysis was done by looking at the reasons respondents gave in 

expressing agreement, disagreement or uncertainty about selected attitude statements 

during their interviews.   The analysis of the written work looked for common trends 

in the reasons students gave for agreeing or disagreeing with the question in  the 

essay title.  

 

 

s 

 own English 105 lecture group were interviewed 

selected because they covered, in broad terms, the principal concerns of the 

attitudinal survey. 

 

Statements: 

1. I feel positive about my mother-tongue and its potential for further development. 

2. I do not feel positive about the other African languages and their potential for further development. 

3. My own language is being neglected so that other languages can develop and dominate nationally. 

 

3.3.1.1 Entry level Interview

A total of 25 respondents from my

by me one week after they had completed the survey questionnaire during a  lecture. 

 They were asked how they had responded to the following ten statements taken 

from the survey questionnaire, and asked to give reasons for their responses.  The 

statements were presented in the same order in which they appeared in the survey 

questionnaire.  Thus a statement on Xhosa was followed by a statement on other 

BSALs in order to capture respondent’s spontaneous reactions to the language/s, 

instead of concentrating on one language at a time.  These ten statements were 

4. There should be one common language, and it should be English. 
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5. Afrikaans will continue to develop and prosper in the new SA. 

6. English should be the only medium of instruction (MOI) at UWC. 

tudent should receive some, 

es in his/her mother tongue. 

10. All African languages should be developed to the point where they can be used to study in at 

university. 

The responses were examined in terms of agreement/disagreement expressed with 

 of the entry-level interviews 

ts potential for further development 

- It was the first language I knew from birth. 

-

- It is my mother-tongue and I’m proud of it. 

- It’s where I learn the values and norms of my society. 

 

Only two respondents expressed uncertainty, for the following reasons: 

...if I were to live without the influence of the West economically 

and technically, I would agree.  But due to the fact that we are 

living the nuclear era, international communication is vital. 

7. Afrikaans should be dropped as MOI at UWC. 

8. Our constitution guarantees language rights for all.  Therefore, each s

if not all, of  his/her lectures, tutorials and study not

9. I find it difficult studying my subjects in a language that is not my mother-tongue - in this case, 

English. 

the statement as well as uncertainty expressed about the statement.  The reasons for 

the responses were analysed, supported by quotations from the interviews. 

 

The analysis

1. I feel positive about my mother-tongue and i

The vast majority of the group responded positively to this statement, citing reasons 

like 

 I like it and I understand it perfectly. 
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...many of our cultural activities are diminishing. 

 

This result, which was also supported by the quantitative analysis, reveals strong 

positive attitudes towards the mother-tongue as the main language known by these 

respondents, and the language which is the bearer of the values and norms of their 

society.  Only two felt concerned about what they saw as  the language’s lack of 

value in terms of international communication and the decline in Xhosa cultural 

I do not feel positive about other African languages and their potential for          

 statement, saying that they respected 

o

T

o

 

There is no language as important as English in the world today. 

 

In contrast to the higher degree of uncertainty expressed about this statement in the 

quantitative analysis, the respondents here appeared far more supportive of other 

activities. 

 

2. 

further development 

Most of the respondents disagreed with this

other African languages and that each language had the right to develop and be 

respected .  It may be significant that the same two respondents who had expressed 

uncertainty about Xhosa also expressed uncertainty about BSALs: 

The development of other African languages moves parallel to 

ur identities but on the other hand, the West is more powerful.  

hus it would be of greater importance for one to be a bilingual 

r multilingual with English as one of his or her languages. 

BSALs, but this may have been influenced by the method of elicitation used here.  
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Respondents may have felt (possibly in view of my input on the value of these 

languages in their lectures and tutorials) that they needed to be more positive about 

these languages during their individual interviews with me. They emphasized the 

notion of language as a right and stressed that no language was more important than 

another.  The two respondents who expressed uncertainty believed that English was 

much more important than BSALs. 

 

 My own language is being neglected so that other languages can develop and     

pondents disagreed with this statement, saying that their 

e most of the time I use it.  I learn 

E

k

However, a num s agreed, citing the shortage of publications in the 

 it is a medium of 

i

 

There are only a few things like newspapers and magazines 

published in my language. 

A few respondents were uncertain about how often Xhosa was used in the media and 

the number of other people who could speak Xhosa. 

 
While the quantitative analysis could not point to any clear trend in the responses 

3.

 dominate nationally 

The majority of the res

language was among the 11 officially recognized languages in SA, and that they 

used the language constantly, e.g.  

It is not neglected becaus

nglish only in class and to communicate with others who didn’t 

now my language. 

ber of respondent

mother tongue and the dominant role of English.   

English is dominating in South Africa, because

nstruction. 
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towards the above statement, the responses here argued slightly more strongly that 

Xhosa was not being neglected because of its official status and the fact that the 

respondents used it all the time.  But there was also a significant degree of support 

for the view that the language was in fact being neglected, allowing English to 

dominate. 

 

4. There should be one common language, and it should be English. 

he main 

d

Only a few resp ould also be 

we would be putting our own culture 

i

 

of the quantitative analysis, where most 

respondents supported English as the common language of SA.  The few who 

disagreed with the statement did so out of a concern for the maintenance of African 

languages and cultures, which they felt were being threatened by English. 

 

5. Afrikaans will continue to develop and prosper in the new SA 

The majority of the respondents disagreed with this statement, because they felt that 

Most of the respondents agreed with this statement, saying that it was t

language of education and national/international communication. 

There are many different languages at SA in which most people 

id not know but they know their own language and English. 

ondents disagreed, arguing that African languages sh

considered as common languages. 

If English can be the main, 

n the grave. 

The above responses supported the findings 

most people in SA did not know this language and that Afrikaans was only used by 

one ethnic group.  In addition, they cited the negative attitude held towards it by 
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most blacks because of its role in the past apartheid regime.  They also felt that it 

was difficult to understand.  

Most blacks are having a negative attitude towards Afrikaans as 

e language of oppressors.  On the other hand, 

A

d

 

Only one language, English, will develop and prosper in the new SA. 

 

all number of the respondents expressed uncertainty, because the Afrikaner people 

e statement, felt that many black people 

ore openly negative about the future of 

 

6. English should be the only medium of instruction at UWC 

The majority of the respondents agreed with this statement, saying that English was 

the most common language at UWC and  the main language in education and wider 

communication, e.g. 

Most of us we learn English and mother tongue at our schools 

and if it should be not only medium of instruction, there will be 

m

they regard it as th

frikaans speakers are proud of their language and they are 

oing their best to see it developing. 

A sm

wants to develop their language. 

 

Only two respondents, in agreeing with th

could understand Afrikaans and that it had the right, as one of the official languages, 

to develop and prosper. 

 

On the whole, interview respondents were m

Afrikaans than the respondents to the survey questionnaire. 

isunderstanding both students, lecturers and staff. 
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Only three respondents disagreed with the statement, arguing that students did not 

know English well enough and that other languages should also be considered as 

media of instruction at UWC. 

 

The finding here offers further support for the quantitative analyses which showed 

that 80.7% of the respondents favoured English as the only MOI at UWC. 

 Afrikaans should be dropped as MOI at UWC 

citing the same reasons as in 

ould 

r

t

s

 

Those respondents who either expressed uncertainty or disagreement expressed 

concern for those Afrikaans-speaking students who also had a right to instruction in 

their mother tongue: 

There are still many people here who understand it. 

...UWC is a university of Afrikaans-speaking people. 

 

The interviews support the quantitative findings on this issue, with the majority of 

 

7.

Most of the respondents agreed with this statement, 

statement five above.  They also felt that Afrikaans speakers would be better off 

learning English in order to achieve academic success, e.g. 

If Afrikaans continues as the medium of instructions, that w

etard English communication skills for Afrikaans speakers.  On 

he other hand, it would be a disadvantage for the non-Afrikaans 

peakers like the Blacks. 

the respondents wanting to see Afrikaans dropped as MOI at UWC.  At the time the 
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survey was conducted, some lecturers and tutors at UWC were still using Afrikaans 

in their lectures and tutorials, but also translating into English to assist the speakers 

of other languages.  Despite the translations being offered, the use of Afrikaans 

clearly caused unhappiness in some students, who felt discriminated against because 

of the use of a language that aroused strong negative sentiments. 

 

8. Each student should receive some, if not all of his/her lectures, tutorials and      

tement, citing reasons like 

cause it will 

h

l

c

 

Only two respondents agreed, because: each and every student will pass with flying colours. 

  

The findings here are a much stronger rejection of the above statement than the 

responses to the same statement in the questionnaire, which showed no clear trend in 

the responses recorded.   Again, pragmatic, political and economic reasons were 

given for rejecting this notion, which corresponded with the reasons given by those 

who rejected the increased use of African languages in education in their written 

 study notes in his/her mother tongue at university 

The majority of  the respondents disagreed with this sta

the confusion it would cause, the expense, the risk of racial divisions and the lack of 

lecturers capable of lecturing in these languages, e.g. 

The university will be trapped with high debts be

ave to employ people who are capable of speaking these 

anguages.  Students would be automatically restricted to 

ertain job opportunities in the working field. 

responses.  
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9. I find it difficult studying my subjects in a language that is not my mother-         

 tongue - in this case, English. 

Many of the respondents disagreed with this statement, claiming that they could 

cope with English at university, e.g. 

English is not difficult if you want to know it and if you practise 

speaking it.  

 

aller numbers agreed with the statement because they found English difficult, 

ore likely to disagree with the above statement than had been 

 All African languages should be developed to the point where they can be        

ndents disagreed with this statement.  Many of 

the reasons given by this group were similar to the reasons given by those who 

disagreed with statement 8 above, which said that each student should get some 

academic support in his/her own language.  Again, issues like cost, a lack of 

lecturers and the shortage of books in those languages were cited. 

 

However, quite a large number of the respondents agreed with the statement, saying 

Sm

while four respondents were not sure because: ...it’s seldom difficult, but sometimes I need a 

dictionary to understand certain words. 

 

Respondents were m

the case with the questionnaire, where no clear trend was apparent. 

 

10. 

    used to study in at university 

Slightly more than half of the respo

that it would create more job opportunities and that everyone was proud of his/her 
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own language. 

 

Almost as many respondents supported the statement as those who rejected it.   

However,  taking into account the strong support for this notion expressed in the 

quantitative analyses, there appeared to be a growing awareness of the potential and 

value of these languages in tertiary education. 

 

 The respondents expressed very positive attitudes towards their 

Respondents interviewed appeared to be much more negative about Afrikaans, and 

also more positive about other African languages than the large group of respondents 

in the survey questionnaire.  

 

 

3.3.1.2 Entry level written data 

The data here consisted of 60 essays written in response to the question: Should 

Conclusions:

mother-tongue, Xhosa, and most felt that it was not being neglected.  Despite the 

difficulties some respondents had with English, most agreed that it should be South 

Africa’s only common language, as well as the only medium of instruction at UWC. 

 They were largely negative about Afrikaans and wanted to see it dropped 

completely as MOI at UWC.  While most of them rejected some form of mother-

tongue language support for all students at UWC, they were less negative about the 

development of all African languages up to tertiary level.   The interview as method 

of elicitation appeared to have influenced five of the attitudes expressed here.  

African languages be used more widely in our education?  The text which was used 
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to stimulate their responses was an interview published in a local Cape Town 

newspaper, The Argus, of 15 April 1995 under the title ‘Foreign languages “hold 

back” Africa’s genius’.   The full article can be found in Appendix XII.   In the 

interview Prof. K. Prah of UWC’s Department of Sociology argues strongly for the 

development of African mother tongues so that these can be used to study in at 

university and also be applied in the professional sphere.  Known internationally as 

one of the most vocal scholars on the subject of the promotion of African languages, 

ver be able to catch up with the economic, cultural, 

s

c

i

 

 the essay students were asked to write was: Should African languages be 

ritten data at entry level 

Of the 60 respondents whose essays were selected, 39 agreed that African languages 

should be used more widely, while 21 disagreed.  The reasons cited by the first 

group who supported this notion are analysed first, followed by the analysis of the 

reasons given by the second group who disagreed.  These reasons are supported by 

quotations taken from the essays.   While it may of course have been easier for many 

entry-level respondents to agree with Prah rather than to marshall their own voices 

Prah contends that  

Africa will ne

cientific and technological advances in most industrialised 

ountries so long as its elite continues to underplay the value of 

ndigenous languages as instruments for development. 

The title of

used more widely in our education? Give reasons for your response. 

 

The analysis of the w

and to disagree, the analysis hopes to show whether those who agreed had 



 

 
 128 

compelling reasons for doing so. 

 

 

Group 1: African languages should be used more widely in our education. 

 This group, which made up 65% of the total number of respondents used here, 

agreed with the above statement for four main reasons. 

 

languages and cultures would only develop 

ented in 

o

o

s

i

 

African languages should be used to restore the African culture 

t

a

d

d

 

2.  A second large group supported the wider use of African languages because of 

the greater freedom, confidence and understanding that would accompany the 

increased use of their languages in education.  They believed that this would also 

result in increased passrates at tertiary institutions, e.g. 

I

1. Many tended to agree that African 

further if these languages were used at higher levels, e.g. 

I would like to see African languages be highly implem

ur education.  I would also like to see one of African languages 

n each and every label of African products.  I will also like to 

ee African languages being recognised on a national basis and 

nternationally. 

o the African people.  You may realize that if African languages 

re not used people will think that they are not important and 

ecided to undermine them.  The culture of Africans is 

etermined by their language. 

 believe that most of my subjects can be taught with my mother- 
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tongue.  I can be able to get A’s and B’s.  By using African 

languages we will be in a position to uplift our standard of 

e

g

M

t akes it easily for other people understanding 

their mother tongues to communicate with their lecturers.  Those 

who have difficulty in answering questions in the classroom will 

survive. 

 

nce of their difficulties with English, 

hen the lectures teach us we concentrate on what they are 

s

s

m

l

H

b

w

s

how to learn it.  He is teaching you the content... You sometimes 

suppose to do a three year course you take 5 years to finish it 

because we are not taught with this African language. 

 

ducation and receive good quality professionals as well as 

ood results. 

any people would like to express themselves in their mother- 

ongue.  This m

3.  A third group expressed an honest accepta

and the problems they encountered when studying their academic subjects in this 

language, e.g. 

W

aying the problem is that we don’t understand what are they 

aying.  You can just understand two or one sentence.  So that 

akes you become lazy to study your work.  Sometimes you feel 

ike going to her or him to ask or to tell what is your problem.  

e is going to ask you what you don’t understand, you will not 

e able to tell.  I mean you can say you don’t understand the 

hole thing yes he can help but she can be tired of you because 

he is not teaching you the language how to understand it or 

4.  The last reason given here was that it was unacceptable politically for some 

languages to dominate while others were being  neglected in the New South Africa, 
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e.g.. 

 

Now that we are living in a new SA where people have the rights 

to do what they want... we find that all the 11 languages are 

r

s

taught in their own languages because during the former 

government we were forced to use English as a media language. 

 

...because there is no language who is super than the other 

languages. 

 

ental, linguistic and political reasons respectively 

from their individual point of view rather than the group or Xhosa point of view. 

 

The cultural reasons cited by the respondents in support of Prah’s arguments, were 

expected reasons, as it is common to hear the phrase ‘my language is my culture’ in 

discussions with Xhosa students at UWC.  While it is common practice in some 

societies to associate one language with a particular culture, it is also possible to 

maintain one’s cultural affiliations without the ability to use the language 

ecognized as official languages, I think it can be wise if our 

chools and tertiary institutions can allow our students to be 

Thus there are cultural, instrum

why these respondents supported the increased use of African languages in their 

education, and these reasons are analysed below.   It must be pointed out however, 

that a closer examination of the written data showed that, for many of these 

respondents, ‘African languages’ and ‘Xhosa’ appeared to be synonomous, and had 

little relationship with other BSALs.  However,  other respondents were arguing 

traditionally associated with that culture.   Edwards (1994:111-2), citing examples 
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from Ireland and Nova Scotia, has shown that people can still signal their cultural 

affiliation without necessarily speaking the languages.  He writes ‘A “cultural 

loyalty” is often more widespread than a narrower “language loyalty” ’.   Such 

cultural loyalties can be seen among English-speaking Black, Coloured and Indian 

communities in South Africa.  While they may speak English as their first language, 

they retain strong links with their original culture and all that it entails.  

 

The more interesting of the four arguments were the instrumental and linguistic 

ones.  These respondents clearly shared the views expressed by Prah that the true 

capacity of the majority of Africans had not yet been revealed because of the use of 

colonial languages in education.  It is widely believed that cognitive development 

principally takes place in the first language (Heugh et al, 1995) and that this 

cognitive development has been impaired in many Africans because they were 

forced to study in second or foreign languages.  Like Prah, these respondents appear 

Using the political situation of the day to defend particular languages is another 

common  phenomenon.   The history of South Africa and other countries has shown 

all too clearly that governments have it in their power to promote or undermine 

particular languages.  Therefore these respondents may have been justified in 

believing that the South African Constitution of 1996, which gave eleven languages 

official status, could be used to promote these languages and ensure greater contexts 

of use for them.  However, as has been shown in Chapter One, having a particular 

policy does not of necessity guarantee implementation. 

 

to believe that  the increased use of these languages in education would allow the 
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languages to grow and be used more widely, thereby enhancing their resource value. 

 This would ensure a better throughput of students in tertiary education, thereby 

enhancing their prospects of better employment.   

 

Lastly, there was the respondents’ daily struggle with English, often movingly 

expressed in heartfelt arguments that were expressed with some degree of fluency, 

but not with much accuracy.   The uncertainty many respondents showed about their 

o: African languages should not be used more widely in our 

increased use of African languages in 

education  make up a significant 35% of the total.  Their responses are grouped into 

five main reasons, which are supported by relevant quotations from the essays. 

 

1. The most important reason cited was the power of English as the national and 

international language of wider communication and education, e.g. 

I think that English is the only language that must be 

compulsory to everybody.  At school we are taught in English, 

the most of time we have got a little time for our own African 

l

ability in English in the quantitative analyses on attitudes to English found much 

stronger expression here, with respondents more openly acknowledging that the 

language caused them severe difficulties.  In this respect, the written data differed 

from the interviews, where many respondents appeared to be fairly confident about 

their ability to study in English.  

 

Group Tw

education. 

The 21 respondents who disagreed with the 

anguages.  When we meet with strangers, the only language we 
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use is English.  When we went to our works on holidays we are 

supposed to learn English.  The only language for 

c

s

c

 

If I want to move from South Africa to study in other places like 

America, I won’t succeed if  I only understand African 

languages. 

 

e problems of finding a suitable lingua franca as a 

b

a

s

t

 

the difficulty and expense of translating 

books and research articles into the different African languages, e.g. 

When a lecturer is teaching the first thing that must be done is 

research.  Research is almost always done in English.  English 

is the medium language.  The teacher finds it sometimes difficult 

to translate to an African language.  Some words from English 

are difficult and sometimes no words can be translated into 

Xhosa. 

 

T

ommunication is English.  To communicate with different 

tudents in this university and make friends, English is the 

ommon language. 

2. Secondly, respondents cited th

language of learning and teaching for multilingual classes of learners, e.g. 

African languages are not be used more widely in our education, 

ecause many schools have different kinds of students.  There 

re blacks, whites and coloureds.  These different types of 

tudents does not all know the same language...the language 

hat is used more widely is English. 

3. Respondents were also concerned about 

here are so many African languages in South Africa and that 
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will cost money and we do not get good education because of the 

African languages e.g. there are many children who were and 

a

t

e

 

4. Two of the respondents were worried about the tensions that might arise between 

different language groups if all were given equal language rights.  One of them 

This will create a conflict among the Africans, because each 

individual will need his or her own language to be used.  This 

w

t

l

b

l

n

 

portance of African languages, 

apart from their cultural and symbolic significance, as their reason for rejecting the 

wider use of those languages  in education, e.g. 

Xhosa is my mother-tongue, so there’s no reason to used it in my 

education, because everyday and every night I used it at home 

with my family and my relatives.  Some students don’t even 

understand my language because on campus there are many 

students from different nations, so that is why I must always 

used English so that they can hear what I’m saying. 

re exposed to the African languages only and when they come 

o universities they cannot cope because they were never 

xposed to other languages. 

wrote:  

ill make our education valueless and moreover I don’t think 

hat there will be enough teachers or lecturers for such 

anguages.  This will delay our education because there will not 

e enough rooms for teaching and that will make us to wait for 

ong periods...I am avoiding the language conflict, not 

eglecting the African languages. 

5. A further two respondents cited the relative unim
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Thus there were pragmatic, political, economic and linguistic reasons why these 

respondents rejected the increased use of African languages in their education.  

Concerns were expressed about the cost and practicality of allowing a multilingual 

language policy to flourish in tertiary institutions.  The political costs of dividing 

people across language lines was another concern.  Finally there was the contrast 

between the power of English nationally and internationally as opposed to the 

   Many respondents were in favour of the promotion of African 

At the same time, the arguments raised by those who favoured English identified 

many of the problems the implementation of such multilingual language policies 

were likely to experience.  The findings of the written data provide support for the 

moderate agreement in the quantitative data that all African languages should be 

developed up to tertiary level, but again the role of the input they received from their 

English 105 and Sociology courses cannot be discounted as having influenced the 

findings. 

relative unimportance of African languages.  For these respondents, the value of 

English as a nation-building instrument and a means of communicating with all 

language groups could not be overstated.   

 

Conclusions:

languages in education, citing cultural, political, linguistic and instrumental reasons. 

However, a significant proportion rejected this argument, not only for political and 

linguistic, but also for pragmatic and economic reasons. The results here reveal a 

moderate level of support for the increased use of African languages in education.  
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3.4 The relationship between the results of the quantitative and interpretive 

analyses in this study 

Although the qualitative analyses focussed on fewer issues than the statistical 

analyses, both types of analyses revealed largely similar results for particular 

questions.   However, there were also some differences, and at least one of these 

differences may have been caused by the type of input received in lectures and 

 

 

 

 

 

 

 

tutorials.  The qualitative analyses revealed the respondents as having more positive 

attitudes towards other BSALs and their potential for further development  than the 

statistical analyses, but also showed a stronger rejection of the notion of language 

rights for all, particularly at multilingual tertiary institutions.  Another difference 

between the results of the quantitative and qualitative analyses was that respondents 

interviewed felt more certain that Xhosa was not currently being neglected, as 

opposed to the high degree of uncertainty that characterised responses to this 

statement in the quantitative analyses.  The interviews also elicited more negative 

attitudes towards Afrikaans than had been the case with the questionnaire. 
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3.5 Conclusion: A summary of the quantitative and interpretive  findings at 

entry level  

This section presents a summary of the entry level group’s patterns of language use 

and attitudes. 

  

Language use: 

entage of these respondents were able to communicate in four to 

hile many expressed confidence in their ability to use English at university level, it 

home or with friends.  While Afrikaans was known by many of these respondents 

because it was the third language at school for the majority, it was seldom used by 

them.  

 

Language attitudes:   

The strongest and highest-ranked language attitudes held by these respondents 

concerned English and Xhosa.  They were clearly positive about their mother-tongue 

A very small perc

five different languages.  The majority, however, were non-fluent bilinguals in 

Xhosa and English, their main second language.  Several respondents reported good 

to average proficiency in Zulu, which appeared to have been mainly acquired 

informally.  

 

W

was apparent that many still struggled with the language, which was rarely used 

outside the domain of education by these respondents.  Very few reported using it at 

and wanted to see it used together with English at school, but at tertiary level most 
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opted for English only.  They wanted to see more programmes on TV in Xhosa, and 

agreed that English was essential for good employment.  English also emerged as the 

language most saw as the common language for South Africa. 

 

Afrikaans and other BSALs excited only moderate to weak attitudes, and in many 

cases respondents expressed a great deal of uncertainty about the issues surrounding 

these languages.  I have already pointed out that the level of support for the 

development of all African languages up to tertiary level may have been influenced 

by the amount of input the respondents received, but this issue needs to be examined 

again together with the longitudinal results.  The agreement that the use of many 

mother-tongues in tutorials caused problems did not seem to originate from any 

linguicism on the part of the respondents, but appeared to be motivated by more 

pragmatic concerns. 
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CHAPTER FOUR 

LONGITUDINAL PATTERNS OF LANGUAGE ATTITUDES AND USE 

 

Introduction 

In Chapter Three, an analysis was presented of the entry level language attitudes and 

use of a large group of Xhosa respondents, and a number of conclusions were drawn 

from this analysis.  The focus of this chapter is to investigate whether these patterns 

The results of the entry level sample, together with theories on attitude change (see 4.2 

below) and previous attitude studies in South Africa, led to a refinement of my initial 

hypothesis (see Introduction to Thesis).  This was modified  to include the following 

assumptions on how change might take place with my longitudinal sample: 

•  few changes would take place in the respondents surveyed here in terms of 

their largely positive attitudes towards English; 

 

were likely to remain constant or change over a period of three years and which 

factors, like the cognitive input received at university as well as respondents’ social 

practices in this environment, may have influenced the changing and unchanging 

nature of the patterns.  This is done through the analysis of quantitative and qualitative 

data drawn from twenty respondents who were surveyed longitudinally from entry to 

exit level at university (1996-1998).   There is a strong focus in this chapter on the 

extent to which individual respondents support their survey responses through their 

interviews and written work, and whether there are any contradictions in the findings 

of the quantitative and qualitative data. 

 

• respondents would maintain strong positive attitudes towards their mother-
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tongue, Xhosa, and might wish to see it playing a larger role in their education; 

  

•  most respondents would remain sympathetic towards the development of other 

BSALs because of their desire for democratic practices within the new South 

Africa.  However, this sympathy would be tempered by an awareness of the 

limited powers of these languages when compared with English;  

•  the respondents were likely to reveal changing attitudes towards Afrikaans as a 

r

s

 

 this chapter the theories on attitude change and my refined 

 

the tentative conclusions that can be drawn from these results are presented and 

compared with the researcher’s refined hypothesis as well as the existing theories on 

attitude change. 

   

 

 

esult of its decline in status and the fact that it was no longer part of a state 

ystem that had formerly been used to oppress them. 

In the concluding part of

hypothesis are measured against the actual results of the longitudinal study. 

 

The chapter begins with a description of the longitudinal population, followed by a 

theoretical description of how change in attitudes can take place.  The quantitative  and 

qualitative findings of the longitudinal group are then presented together, and 

compared with the findings of the larger entry level group in Chapter Three.  Finally 
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4.1 Selection of Population 

In Chapter Two, section 2.2, I explained how I arrived at a total number of 20 

longitudinal respondents. The selection of the population for the longitudinal study was 

strongly affected by student availability and their willingness to participate in the 

study, and by exit level it was necessary to pay students in order to ensure their 

continued co-operation.  I also wanted to survey academically successful students only, 

ongitudinally,  nine finished their degrees 

were still doing only second year subjects by 1998 (Source: UWC 1998 records).  This 

choice was made in order to see whether there were any differences in attitudes and use 

i,e. students who were able to reach exit level in three years, in order to determine 

whether there is a link between academic success and particular patterns of language 

use and attitudes.  The Bachelor of Arts degree in South Africa normally takes a 

minimum of three years to complete, and several members of the longitudinal group 

managed to achieve this.  

 

Of the twenty respondents who were tracked l

but three members of this group did not graduate owing to outstanding fees.  Nine 

others were doing a mixture of exit and second year level courses in 1998 and therefore 

could not complete their degrees.   Only two of the longitudinal group of respondents 
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patterns between those who graduated at the end of three years and those who did not.1 

  

                                                           

where Afrikaans and English speakers formed the majority of the population.   The 

other six respondents came from some of the black townships in and around Cape 

Town (Khayelitsha, New Crossroads, Gugulethu and Mbekweni near Paarl), although, 

judging from information gathered during interviews, they had originally come from 

the Eastern Cape.  Seven of the respondents commuted daily to UWC, while the rest 

lived in residences on the UWC campus, where they mixed with speakers of other 

1 The failure of some of these students  to complete their degrees in three years’ 
time can be attributed not only to academic ability by also to the financial 
s
i
b
1
w

 

The sample longitudinal population consisted of eleven male and nine female 

respondents, who were all at entry level in 1996, the first year of data collection in this 

study.  Thirteen of these respondents came from rural, largely monolingual towns and 

villages in the Eastern Cape, and one came from a small town in the Southern Cape 

tatus of the students, with some only able to pay for two courses per year.  It 
s also important to remember that the University of the Western Cape has 
een admitting students from educationally disadvantaged backgrounds since 
982,  and this is bound to have quite a significant influence on throughput, 
ith many students only able to graduate after five or six years of study. 
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South African languages.    

 

 

 

4.2 The Causes and Relevance of Attitude Change     

Research has shown that change in language attitudes may provide the catalyst for 

change in language preferences and ultimately language use (Baker 1988:112; Webb 

through social activity’. 

  

In South Africa, Webb (1992:450-1) contends that language attitudes need to be 

changed in order to avoid  

 ...serious consequences, such as continued language based conflict, the 

continued marginalization of people who have an insufficient 

k

and Kembo-sure 1999:117).   Morgan (1993:72), considering the likelihood of attitude 

change, writes that it cannot operate in isolation.  ‘In order for change to take place, 

some basic restructuring on a cognitive level with probable shifts in affectivity must 

also occur’.  Morgan further argues that changes in attitudes may vary in durability so 

that short-term and long-term effects, which are influenced by cognitive and affective 

factors, need to be taken into consideration.  Thus, if there is no reinforcement of the 

positive messages for change received in a setting like the school classroom or 

university lecture venue, the change may only be of relatively short duration.  But if 

societal changes are also at work, this may lead to more long-term changes.  As Baker 

(1988:142) puts it, ‘Attitude change is essentially a cognitive activity, yet is formulated 

nowledge of the dominant languages, the possibility of continued 
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manipulation and discrimination, the possible cultural and linguistic 

alienation of people and the loss of the country’s linguistic diversity. 

In particular, Webb (pp.452-455) wants policies in place to effect the following 

changes, which in turn would impact on people’s existing language attitudes: 

 

• the depoliticization of South African languages.  Under the apartheid regime, 

languages became highly politicized, creating unreal expectations about e.g. 

w

• a ld include  accepting 

t

• r es of love-hate towards Afrikaans among 

s

• and the revalorization of African languages, particularly by technicalizing and 

m

Howeve t ‘social change precedes linguistic change’ 

 

Change can be active, i.e. the individual can take the conscious decision to change 

his/her attitudes towards a particular attitude object and act on this, or passive, i.e. it 

can be engineered by socio-political forces and accepted by the individual over time.  

Triandis (1971:142-146) contends that there are four well-established ways in which 

attitudes can be changed:  

hat Webb calls the ‘liberating abilities of English’; 

 lowering of the high evaluation of English (which wou

he Africanization of English); 

emoving the ambivalent attitud

peakers of Afrikaans; 

odernizing these languages. 

r, Webb is quick to point out tha

and that meaningful social change could only be ‘a product of political and economic 

forces.’  
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• by first changing the cognitive component (e.g., with new information), the 

affective component (e.g. by pleasant or unpleasant experiences in the presence 

of the attitude object) or the behavioural component (e.g. by norm or 

behavioural changes); 

 

•   by forcing a person to act or by presenting him/her with a fait accompli; 

 

 by presenting a person with what is called a ‘traumatic experience’ with the 

a

 

 through psychotherapy by increasing the person’s insight into the reasons s/he 

h

b

a

 

ate language policies could, if properly and sensitively implemented,  lead to the first 

and elsewhere have pointed to the role of aggressively enforced state language policies 

in shaping the attitudes of people towards that language.  The example of Afrikaans 

and its promotion by the pre-democracy governments of South Africa, and the 

enforcement of Russian in the former Eastern Bloc countries in Europe are frequently 

cited as examples of how state intervention can affect the status and vitality of a 

language.    In Africa however, Adegbija (1994) argues that negative attitudes to the 

• 

ttitude object; 

• 

olds certain attitudes, by providing positive reinforcement for certain attitudes, 

y presenting an anxiety-reducing stimulus in the presence of the negative 

ttitude object, and so on. 

St

two ways of change in attitude listed above by Triandis. Many researchers in Africa 

use of indigenous languages in particular domains, especially education, have become 
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institutionalized under the guise of official language policies in education.  Unless such 

negative attitudes are consciously reversed and provision is made for the use of 

indigenous African languages in education and other areas of public communications, 

most of these languages will stagnate.   However, Webb (1999:84-5) cautions against 

expecting too much attitudinal change as a result of external and direct influences.  He 

believes that attitudes towards black South African languages can only change if the 

social standing of the communities themselves increase, and the communities become 

 changing attitudes, the ‘traumatic’ experience, could lead to 

experiences associated with that language may lead to the abandonment of the study of 

that language.   But a high level of investment  

(Peirce 1995:19) in the language and powerful instrumental motivation for learning the 

language,  will mean that no amount of trauma will deflect the learner from his/her aim 

of reaching the necessary level of proficiency in that language.  

 

‘overtly successful’. 

 

Triandis’ third way of

changes in two directions: previously positive attitudes could change to negative 

attitudes or vice versa.  Thus hostility and racism experienced from speakers of a 

previously desirable language, or being sneered at because of a weak command of the 

language can hardly be said to lead to positive attitudes towards the language and 

speakers of that language.  But much depends on the economic and symbolic value of 

that language as well as the learner’s motivation for wanting to achieve a high level of 

proficiency in that language  If it is simply a language learned for pleasure, traumatic 
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While the kind of psychotherapy advocated by Triandis as the fourth avenue for change 

is naturally out of the question at national level, much can be done to change the 

affective component of attitudes.  Africans need to associate their languages with 

experiences which are pleasant by the standards of modern life.  As Okombo 

(1998:595) puts it 

 it is important that Africans see and hear their languages used in a 

dignified manner and in dignified settings by people who are successful 

i

p

 

bo joins other advocates of the increased use of African mother-tongues (wa 

with them’ (wa Thiong’o 1997:23).  Would such people be prepared to give up the 

power that their proficiency in the colonial languages has given them and be more 

willing to share with the majority of the population who speak African languages only? 

  

 

Language activists who believe that people’s attitudes towards languages can be 

n the modern spheres of ambition, especially in educational and 

rofessional endeavours.     

Okom

Thiong’o 1997; Prah 1995) in calling on the African elite to do more to promote these 

languages instead of just using the colonial languages.  It is this elite who particularly 

need to undergo the type of attitude change described by Triandis.  However, such 

changes may be extremely difficult to achieve, given that speakers with a high 

proficiency in colonial languages in Africa are the tiny elite who dominate ‘the entire 

judicial, legislative, executive arms of the state and the entire burocracy which goes 

changed through e.g. public awareness campaigns or state policies, must therefore 
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realize that changing language attitudes is no simple task.  An individual might change 

his/her attitudes, but unless such changes are supported either by societal changes in 

attitudes or by state intervention through enforced language policies which carry the 

approval of the majority of the population, the individual would find it extremely 

difficult to sustain such  changes.   Indeed, actual social practices appear to have much 

more impact on language attitudes than language policies and educational input.   

 

ple: in the aftermath of South Africa’s transition to democracy, 

the eyes of the mother-tongue speakers of these languages. 

 

 

4.3 The Quantitative and Qualitative Analyses: Findings and Discussion 

This section is an analysis and discussion of the questionnaire data collected from the 

20 respondents in the longitudinal study during the three years of data collection, 

To give just one exam

many English and Afrikaans-speaking individuals, thinking that policies favouring the 

increased use of African languages were going to be enforced,  were keen to learn 

these languages, and classes in such languages mushroomed everywhere.  Many of 

these individuals came to such classes with fairly positive (if largely instrumental) 

attitudes towards the languages they were keen to learn.  Today, however, we see a 

situation where the government’s clear favouring of English in all avenues of the state 

(parliament, the judiciary, the media, education, etc.) has sent out the message to such 

people that it really is not necessary to bother with these languages.  The effect has not 

only been to reduce the status of these languages in the eyes of these people, but also in 

together with the findings of the qualitative research.  The section will also indicate any 



 

differences observed in the data collected using different methodologies 

(questionnaires, interviews and written work).  The frequency tables pertaining to each 

year - the demographic data from entry to exit level, the self-rated language 

proficiencies in the different SA languages over three years and language attitudes to 

English, Xhosa, other Black South African languages and Afrikaans - can all  be found 

in Appendix XIII.  All results are given as percentages.  The reasons given by the 

respondents in support of their questionnaire responses are included in the discussion 

  

longitudinal sample are discussed here (see Tables Nine 

to Eleven in Appendix XIII).  Note that in some cases students left certain categories 

blank and these are recorded as ‘no response’.  In other cases (languages with friends 

and home languages), the percentages exceed 100% because students could choose 

from two different statements covering more than 10 languages. 

 

4.3.2 Discussion of Demographic data  

on each sub-section, as well as any contradictions noted between the quantitative and 

qualitative data.   The attitudinal responses over the three year period are also ranked 

according to uniformity and uncertainty indices (see Table Seventeen, Appendix XIII). 

 These indices indicate what the strongest and weakest tendencies were in the patterns 

of change revealed each year, by revealing the strength of agreement/ disagreement, 

areas of strong polarity (equal numbers agreeing or disagreeing) and  levels of 

uncertainty pertaining to each statement.   

 

4.3.1 Demographic Data

The demographic data of the 

The demographic data revealed the following information about the respondents in the 

longitudinal study: 
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 Age: As with the large entry level sample, the majority of the longitudinal sample at 

entry level were between the ages of 20-25.  The same socio-political factors that 

influenced the majority of the large entry level group would therefore have influenced 

these respondents. 

 

Sex: Gender was unlikely to skew the results of the longitudinal sample, as there was a 

 Results: These were largely similar to the results of the 

  Allied to matric performance in first and second language 

passrates for the foundational academic literacy course (English 105) and Xhosa I at 

the end of 1996, with only two failures in English 105 and none in Xhosa I.  Eight of 

the respondents continued with Xhosa up to exit level.  Most students taking English 

105 could not continue with the undergraduate courses in English, so the solitary 

student who was doing it may have decided to start again with the first year English 

course in her second year, and was doing second year English in her exit year. 

more even spread of male and female respondents here than in the large entry sample, 

with 11 males and 9 females.  

 

High School Leaving (Matric)

large entry level group, as were the results of the first, second and third languages 

learned at school.  Thus the same conclusions drawn about the results of the large entry 

level group applied here. 

 

Languages studied at UWC:

was performance in language courses at UWC.  Table Two revealed fairly similar 

 

What was needed was to determine what had influenced the improved performances in 
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languages at university, if they were compared with the high school leaving results in 

Xhosa first language and English second language.  Some influential factors here might 

have been  the roles of continuous assessment in  these courses, better teaching and 

learning facilities, smaller classes and less overly strict marking practices.  Continuous 

assessment was (and still is) a key component of both English 105 and Xhosa I at 

UWC in 1996.  In English 105,  this form of assessment contributed 70% of the 

students’ total marks in 1996, with examinations only counting 30%.  Students were 

The language most respondents used with their 

(De Witte 1998)  also showed similar results for preferred language with friends. 

 

Languages informally acquired: The language half of the entry level respondents 

reported having acquired informally was Zulu, for reasons already discussed in Chapter 

Three.  Only one respondent reported having acquired Tswana informally. 

 

also given more time to develop assignments through multiple drafts, and had the 

assistance of trained tutors in English 105 as well as access to the university’s Writing 

Centre, where intensive one-to-one consultation was used to assist students who made 

use of the Centre.  Continuous assessment in Xhosa amounted to 50% of the total 

score, and tests and examination a further 50%.   

 

Preferred language with friends: 

friends was Xhosa.  No respondents at entry level reported using  English to 

communicate with friends.  At second year and exit levels, only one respondent 

reported using English with friends.  Another more open-ended survey done at UWC 

The interviews conducted with selected longitudinal respondents largely supported the 

above findings (see Appendices VI and VII).  It was also interesting to note that some 
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of the successful graduates appeared to have acquired more languages than those who 

did not complete within three years, and it might be possible that their greater degree of 

multilingualism or language aptitude, coupled with fairly positive attitudes to other 

languages, had an impact on their academic progress.   

 

Apart from their level of academic success, the respondents who reported improving 

their use of languages other than English and Xhosa also appeared to share two other 

cognitive skills represented by aptitude assessment’. 

 

 

4.3.3 Self-reported Language Proficiencies 

Table Sixteen (Appendix XIII) reveals how the respondents in the longitudinal annual 

samples rated their own proficiency in eight of the eleven official languages of South 

characteristics.   Firstly, most had lived in UWC student residences from 1996-8, 

where they had mixed with speakers of other languages.  Secondly, as their lecturer 

and tutor, I had come to know most of them as fairly outgoing and friendly young 

people who associated with speakers of other languages with ease while still 

maintaining pride in their own language and culture.    In other words, many of the 

factors conducive to successful language learning existed for these respondents: 

positive affective factors, strong cognitive skills, and plenty of informal exposure to 

other languages in a multilingual environment.  Stern (1983:386), in summing up 

research on the affective aspects of language learning, points out that ‘the affective 

component contributes at least as much as and often more to language learning than the 

Africa.   Tsonga, Ndebele, Venda and Arabic have been omitted from this table 
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because all respondents reported ‘poor to non-existent’ proficiency in these languages. 

 

4.3.4 Discussion of Results: Self-reported language proficiency 

Xhosa: As was to be expected, respondents felt that their command Xhosa was mainly 

excellent. This self-rated proficiency needs to be compared with available measures of 

their actual proficiency, as reported in the demographic data.  In their matric 

examinations, only one had obtained a C symbol in Xhosa First Language.  Most of the 

pting to suggest that many of these respondents over-estimated their 

spoken in the home.  In addition,  the teaching of Xhosa at school leaves much to be 

desired and the overall quality of education in many of the former DET schools suffers 

greatly from impoverished curricula, poorly-trained teachers, political disruptions and 

poor resources.  In addition, examination performance is not the same as an 

individual’s assessment of his/her proficiency in a language.  

 

others had obtained D symbols and a further two obtained E/below E symbols.   Of 

those who did Xhosa 111, three obtained C passes at the end of 1996, while the rest all 

obtained D passes.   Only four of the longitudinal respondents continued to study 

Xhosa up to exit level.   

 

It would be tem

proficiency in their mother-tongue, but it must be borne in mind that there were several 

factors influencing the actual matric and university results in the mother-tongue.  I 

have already pointed out that several studies have indicated that there is a significant 

difference between the standard Xhosa taught at school and the variety of Xhosa 
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English:  The results for English show quite strikingly  that respondents felt that they 

had improved their proficiency from entry to exit level, with 85% reporting ‘good’ 

proficiency by exit level, and a further 10% reporting ‘excellent’ proficiency.  There 

might very well be a link between this perceived improvement and their strong positive 

attitudes towards English, as revealed by their interviews, as well as the academic 

success of some of them.  It is clear that those who were academically successful, were 

fairly competent in English.  Perceived and actual proficiency in English obviously 

 actual level of proficiency as revealed by 

the short pieces of writing collected at exit level.  Despite a reasonable level of  fluency 

and communicative ability, there are many surface errors as well, which may have 

impeded the progress of the less successful ones to some degree.  Errors include: 

• The use of overlong, meandering sentences, e.g.  

For me I don’t see any problem that all languages should be 

accepted in order to uplift their standards in this new South Africa 

most importantly I think that it would be fruitful that English 

s

have implications for change in language use and attitudes.  The only measures that 

were available of respondents’ actual language proficiency in English were their 

symbols for English Second Language in matric and for English 105 at the end of 

1996.  In matric, only two respondents had obtained C symbols (60%+), while eleven 

had obtained D symbols (50%+),and seven E or below E symbols (40%+).  In English 

105, an equal number of respondents (nine) had obtained C and D symbols, while two 

had obtained E symbols.   It is certain that a good level of proficiency in English may 

have played a role in the academic success of the successful graduates. 

 

It was also useful to assess the respondents’

hould be recognised as a medium of communication based on the 
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fact that almost the entire different language groups know it and 

are able to understand English even though they have a language 

o

 

• Frequent and incorrect use of personal hedges or qualifiers, e.g.  

‘to voice out my own concern’; ‘For me I don’t’; ‘What I can say’; 

‘According to my opinion’; 

 

Incorrect use of tenses, e.g. 

ecause there are many people who 

recognised it; 

 Further this practise would brought a static condition in South 

A

 

Limited vocabulary range and use of redundancy, e.g. 

  is not so far considered especially 

b

c

o

 

The above measures of actual proficiency in English appear to indicate that many 

respondents may have over-estimated their level of proficiency in the language.   This 

over-estimation may have been the result of their positive attitudes towards English.   It 

may also have been influenced by the fact that many of them had achieved exit level 

f their own ; 

• 

 I am more concerned b

frica which already occured; 

• 

 Each and every individual; 

As far as I can see my language

y people who speak it in my opinion I think if further 

onsideration and development can be done they know that it’s one 

f the important languages. 
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status within three years with a level of English which was just adequate for their 

academic needs.   

 

Afrikaans: Afrikaans also shows some growth to the point where 40% of the 

respondents reported ‘average’ proficiency by exit level.  Factors that may have 

influenced this growth is the presence of large numbers of Afrikaans or bilingual 

Afrikaans/English students at UWC and the fact that it is a language spoken by many 

people in the Western Cape.  It is also worth noting that at school the predominant third 

language of the respondents in the study was Afrikaans (see demographic data).   The 

only respondent who felt that her Afrikaans had developed from ‘average’ to 

‘excellent’, also revealed more positive attitudes towards Afrikaans, saying at exit 

level:  

We do not have to be against Afrikaans because of its history, that 

w

t

as history now gone, for us to progress and to reconcile we need 

o know each other’s languages.    

 

proved their command of the language because of friendships with 

Afrikaans-speaking Coloured friends, or felt that it could not be blamed for the deeds 

of its speakers, e.g. 

 ...yes, I understand that some people associate it with apartheid 

and oppression but the language Afrikaans was not responsible for 

that....   

 

Zulu: The only BSAL to feature strongly in this section is Zulu, which shows a steady 

Others had im

growth in the ‘good’ category from entry to exit level, and fairly similar percentages in 



 

 
 157 

the ‘average’ category .  As reported previously, Zulu and Xhosa both belong to the 

Nguni language family and are linguistically very close.  Increased awareness of the 

similarities between the two languages through class or informal discussions, as well as 

interactions with the small group of Zulu students at university may have had a role to 

play in this growth.   

 

Class discussions (in English 105 and Sociology lectures and tutorials) on the common 

:  Swati, another member of the Nguni family, also shows some growth 

family of languages.  It is therefore highly likely that respondents became aware of the 

similarities between Xhosa and Swati as well, especially from second year to exit level. 

 

Only two respondents in Table Five reported ‘average’ ability in South Sotho at entry 

level, yet this was clearly not maintained at second and exit level.  It was of course also 

possible that these two respondents may have confused their awareness of the language 

features of Zulu and Xhosa as dialects of Nguni may also have raised respondents’ 

levels of awareness about the similarities between the two languages.  However, as the 

interviews show (see section 4.3.7.2), most respondents, even those whose Zulu had 

improved, were keen to emphasize the linguistic and cultural differences rather than the 

similarities between the two languages and therefore opposed the standardization of 

Nguni.   

 

Other BSALs

from entry to exit level in the ‘average’ category.  Two of the respondents reported 

their proficiency as ‘good’ by exit level.     Swati is another member of the Nguni 

at entry level with actual language use.   There is also evidence here of a contradiction 
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between self-reported ability in other BSALs and what respondents actually said about 

their proficiency in these languages during interviews.  For example, one respondent 

contradicted his own exit level rating of his ability in South Sotho (average), by saying 

that he only spoke Xhosa and English.    

 

 

4.3.5 Attitudes revealed by the Longitudinal Study 

 

The tables which show the longitudinal attitudinal results in this study, can be found in 

Appendix XIII (Tables Thirteen to Sixteen).  Note that in some cases statements were 

left blank by the respondents, so that these results will not total 100%.   

 

The frequency tables showing the results for every language or group of languages 

The attitudinal results of the longitudinal group are divided into the following four 

language categories: English, Xhosa, other Black South African languages (BSALs) 

and Afrikaans, in order to get a total picture of the attitudes towards a given 

language/group of languages as covered by this study.  Only those statements repeated 

at every level of this study are included in this section (see Chapter Two), but statistics 

pertaining to all statements can be found in the Appendix XIII.   In some cases, 

statements were only used for a period of two years, as they were deemed irrelevant  at 

either entry or exit level.  For example, at exit level respondents were not asked 

whether they felt that they had enough English for university studies, because many of 

them had proven their ability in English by making it to exit level within three years. 

were used to create one table (Table Seventeen) which ranks the degree to which 
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respondents specified uniformity as well as uncertainty in their responses in each year, 

and this table is presented here.  Ranking the attitude scores in this way allowed me to 

establish  

 

•  the prevalence of particular attitudes within specific categories 

• the general ranking of particular attitudes within the categories 

 

ent eliciting, for example, 100% agreement would  be at the top of 

B = 70-79% (14-15 respondents agreed/disagreed) 

C

D

low) 

   

The second trend within this ranking that requires careful consideration is the degree to 

which respondents were polarised on certain issues, with fairly similar percentages 

signalling agreement or disagreement with the issue being responded to at a particular 

level.  These are shown, underlined, as part of  the uniformity rankings. The third 

important trend is the degree of uncertainty elicited by a statement.  It was important to 

An attitude statem

category A, which shows the highest level of uniformity in the responses, with 80-

100%, or a clear majority of 16-20 respondents out of the total of 20 either agreeing or 

disagreeing with the statement at a particular level.  Category A is followed by four 

other categories with decreasing values: 

 

• 

• = 60- 69% (12-13) 

• = 50-59% (10-11) 

• E= 49% and below (9 and be

ascertain whether a particular  level of uncertainty towards a statement increased or 
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decreased, and whether this uncertainty fluctuated consistently or randomly.  The 

uncertainty index is ranked from 55-0%, because 55% was the highest percentage 

indicating ‘not sure’.  The ranking appears in the table as follows: 

 

• 35-55% not sure (7-11 out of the 20 respondents were not sure at a particular 

level) 

• 20-30% not sure (4-6 out of the 20 were not sure) 

1

0

e to separate strong tendencies from weaker ones and thus 

nking table was that it revealed the gradual 

moderation of responses over the three years.  At entry level, scores range from 100% 

to 25%, or from 20 to 5 respondents either agreeing or disagreeing with a statement.  

We can calculate the range of the scores by subtracting the lowest score from the 

highest score.  Thus, at entry level, we have a range of 75% or15 respondents.   At 

second year level, the range is reduced from 90% to 40%, (18 to 8 respondents), giving 

us a range of 50% or 10.  And at exit level, the range is reduced  from 85% to 35% (17 

• 0-15% not sure (2-3 respondents) 

• -5% not sure (0-1) 

 

The ranking table enabled m

to distinguish those attitudes which were more susceptible to change over time from 

those which showed either no change or no clear pattern in any direction.  This table is 

analysed and discussed here, and it is either supported or contradicted by the reasons 

given for these attitudes in the interviews and written work. 

 

One of the significant results of using the ra

to 7 respondents), giving us another range of 50% or 10.   If one gets rid of the 
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peripheral scores (the top and bottom four scores) and applies the interquartile range, 

the evidence of moderation is even more impressive: 7 (35%) at entry level, 5 (25%) at 

second year level and 4 (20%) at exit level.  These scores show that judgements were 

being made in a narrower range at second year and exit levels.  In other words, 

respondents basically showed a general tendency to less extreme attitudes at these 

levels.   

 

oderation in attitudes is also demonstrated by the scattergrams generated for 

 

Statistics ( n= 20) Period Agree Uncertain 
 
Disagree 

This m

each level, which can be found with the other longitudinal data in Appendix XIII.  

Included here are the statistics and bar-charts showing the means and standard 

deviations for every level.  Instead of using percentages, these results are based  on the 

actual number of respondents who agreed, disagreed or were uncertain about each 

longitudinal variable: 

 

Mean and standard deviation scores - entry to exit level

    

 
 entry 

 
10.68 

 
3.72 

 
5.60 

 
 nd year 

 
11.19 

 
2.31 

 
6.58 2

 
Means 

 
  exit 

 
  9.32 

 
3.24 

 
7.44 

 
entry 

 
 4.88 

 
3.11 

 
3.59 

 
2  yr 

 
 4.57 

 
1.56 

 
4.03 nd

 
 

 
exit 

 
 5.24 

 
3.83 

 
4.40 

Standard Deviations
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The above table, as well as the accompanying two bar-charts, reveal that, particularly 

at entry and second year level, means tended to differ significantly between the 

categories ‘agree’ and ‘disagree’, whereas the means at exit level for these two 

categories were much closer.  The standard deviations also demonstrate this gradual 

moderation, with exit level agree and disagree categories both being further from the 

mean than at previous levels, indication a greater balance between scores for  these two 

categories at exit level.  Thus by exit level, as the accompanying two bar charts clearly 

illustrate, there is less distance between ‘agree’ and ‘disagree’ than at the other two 

levels. 
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4.3.6 Discussion of the comparative rankings of attitudes over time 

The above rankings reveal the following patterns of change in language attitudes with 

these respondents. 

 

4.3.6.1 Unchanging Attitudes  

The attitude statements that were ranked highly by the large entry level group 

e

 Mother-tongue is also very important specially in cultural activities. 

I like my mother-tongue and I use it a lot...I’m proud of my mother-tongue. 

X

 

However, the level of agreement with the statement dropped to 75% at exit level.  This 

slight loss of confidence in Xhosa by exit level may mean that the three respondents 

who disagreed with the statement and the one who expressed uncertainty at exit level 

were questioning the role the language would play in their future lives as compared to 

English.   This is also reflected by the exit level interviews: 

...it won’t be easy for it to develop because there is a tough 

competition among languages, each and every language is fighting 

correspond to a large extent with the longitudinal ranking pattern.  The highest ranked 

statements appear in Category A.  Longitudinal respondents remained highly positive 

about their mother-tongue, Xhosa, as a vital component of their identity.  In interviews 

and written responses, respondents gave the following reasons for this attitude: 

I like it since it’s my mother-tongue...I’m not scared about it, I can 

xpress myself freely.  It is the language of my heart. 

hosa will live forever, because we are proud of our language and culture.  
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for recognition; 

 ...but on the question of development I do not think it can reach a 

stage that English has. 

 

ent that there were too many English programmes on SABC 

mething must be done to get more languages; 

...material generally is very limited in my mother tongue, in fact in 

a

  ..English is of course enjoying all these privileges. 

This fin ng su udy carried out by the 

Broadcasting Research Unit in 1994, which showed the preference among black South 

Africans for programmes in their own languages on TV. 
 

Their unchanging agreem

1 and 2 may be interpreted as a desire to see more programmes in other South African 

languages on TV.  In second year and exit level interviews,  respondents had the 

following to say: 

  ...so

ll the African languages; 

di pports those of the language preference st
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Respondents continued to support English as the only MOI at UWC .  This could 

simply be a reflection of their pragmatic awareness of the difficulty and cost of finding 

alternative media of instruction at a university serving speakers of many different 

languages.   On the other hand, it is also possibly a reflection of their experiences of 

languages of learning and teaching at UWC, where English ‘is the main medium in 

It combines the different nations here at UWC; 

T  language that 

i

 

I like English because I can get a job...most of my courses and 

l

r

a

at home, it can’t kill my language.  But English is the right one, 

because everyone can understand it. 

 

Thirdly, respondents supported the use of the mother-tongue together with English at 

lectures...(and) it is accepted that this will remain the case for some time and should 

therefore be the official policy’ (Draft discussion document on UWC’s Language 

Policy 1998:44).    In the interviews, respondents emphasized the accessibility of 

English, its unifying function as a lingua franca and its importance in their future 

careers: 

his is a multilingual country and English is the only

s accessible to everyone;  

ectures are in English.  I use English with Coloured students in my 

esidence.  I like the sound of English, it sounds nice.  I don’t have 

ny worries about English taking over, because I use my language 
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school.  As pointed out in Chapter Three, the preference for the mixture of English and 

mother-tongue at school may simply be a reflection of the school experiences of these 

respondents.  However, it may also indicate that they felt that their language had a 

definite role to play in their school education, as some of the case study interviews 

revealed. One respondent echoed the sentiments of many others on this issue when he 

ast at secondary level, English together with mother- tongue 

should be used as the medium of instruction so that students could 

s

l

t

t

  

.  Here, 60% agreed with the statement, while 40% disagreed.  As 

one respondent put it in her exit level interview: 

 ... at secondary level English should be enforced and be used as 

the only MOI so that they can learn and practice it and not 

experience problems at tertiary level like we do. 

said by exit level: 

...at le

ee the value and importance of their own language.  At primary 

evel they should at least be taught in their own language so that 

hey can get a strong background and develop their knowledge in 

heir first language. 

At exit level, the longitudinal group also returned fairly polarised responses to the 

statement which was included only at exit level: Secondary school pupils should only 

be taught in English
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 This result appears to show that many respondents in this study felt that the mother- 

tongue still had a role to play in school education, even at secondary level. 

 

A second group of strong unchanging attitudes appear mainly in category B.  Two of 

the attitudes relate to English, three to Xhosa and one to Afrikaans.  Despite dropping 

nd

 

The following quotations from exit level interviews underline their sense of English as 

the only ‘neutral’ language in South Africa: 

We can’t have all these languages, the best is to speak English 

which is known by most of the people; 

out of category A after entry level, the statement about English as SA’s common 

language continued to receive strong support from respondents at 2  year and exit 

level.  It was highly likely that respondents may have been reacting to the lack of clear 

direction on the other eleven official languages by the government, together with the 

government’s clear bias towards English in most of its pronouncements.  Alternatively, 

they may have felt that, as everyone studied English at school and were constantly 

exposed to it through mass- media like TV, it was the only language every South 

African had some understanding of and could therefore use to communicate with 

speakers of other languages.  
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  It (English) has a unifying function...it brings people together; 

 (

be impossible and by that we will be reinstalling some of the old 

a

between various language groups . 

This finding supports the results of earlier studies which show the preference for 

ployment is also fairly 

power of Afrikaner capital, commerce and industry function and network largely in 

English’.   However, in the exit level interviews, some  respondents expressed the view 

that good employment in the new South Africa does not necessarily imply having 

excellent English - as long as one can communicate effectively in the language and be 

understood, one can be employed: 

...as long as they (employers) can understand, you can get as 

job...there are few places that require English only;  

 
 

 

 If we use all these languages) cross linguistic communication will 

partheid laws and therefore averting the integration process 

English as national language among black South Africans (Bosch and de Klerk 1994; 

Webb 1992).  

 

The issue of English as being essential for good em

straightforward.  Most successful black people in South Africa (e.g. politicians, 

lecturers, business people and other high ranking professionals as well as media 

personalities) who may be the role models for these respondents,  normally have a 

good proficiency in English.  With the economy also still largely being controlled by 

white employers at the time of the study, respondents must have known that most job 

interviews were being carried out in English.  As Ridge (1998:1) puts it ‘Despite the 
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I don’t think it necessarily have to do with fluency or being good in 

English but as long as people can understand you it’s fine; 

  

O ne 

can speak and be understood, because there are people that I know 

w

good . 

 

 the largely instrumental motivation of the 

mes in Xhosa 2 on 

                                                          

ne’s English does not necessarily have to be good as long as o

ho are working in better positions and their English is not so 

The responses here are possible indicators of

respondents to reach a level of proficiency in English that enabled them to become 

reasonable communicators in the language instead of speakers of standard South 

African English. 

 

Most respondents also agreed that there were not enough program

TV and were against the mixed varieties of the language they sometimes heard on TV , 

despite the fact that many of them used these varieties daily and probably held covert 

positive attitudes towards black urban varieties of Xhosa.   In the interviews, the 

 
2  A study of weekly TV programmes on South African television in the first 

n
W
c
m
E

quarter of 2,000 revealed that  Xhosa viewers could see the news read in their 
own language only three times a week (four times if the alternate Sunday 

ews slot with Zulu was added).  There was only one Xhosa drama ‘Unyana 
omntu’ (‘Our Sons’), screened once a week, and a dubbed American 

artoon programme on a Saturday afternoon.  All the other offerings were 
ultilingual, and often these multilingual programme contained a lot of 
nglish.  
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following views were expressed: 

On SABC1 Zulu is dominating, on SABC2 Afrikaans is dominating, 

s a dominant language; 

  

I le, there is a 

programme ‘Soul City’... they use Xhosa, but they mix it with other 

l

you start to lose your identity.  

 

 respondents were also concerned that the use of these varieties harmed the purity 

u

u

m

 

To mix languages in TVs and other related domains is totally 

u

w

i

 

These respondents therefore favoured the ‘pure’ grammatically correct versions of 

Xhosa as the ideal model - possibly the standardized variety they had learned at school 

or a particular rural dialect. 

 

Many respondents also continued to disagree that they preferred using Xhosa in 

and on SABC 3 English i

 don’t see enough of my own language.  For examp

anguages.  I don’t like mixed varieties...once you mix a language 

Some

of the language and would influence how future generations would use the language: 

...it is totally wrong because there are some people who do not 

nderstand English and therefore they would not be able to 

nderstand the incorporated English word...and also, language 

ixing have detrimental effects on the languages involved; 

nacceptable because it kills the languages and also that sends a 

rong message to the younger people out there because  they 

dolise public figures therefore they will think that mixing is ‘cool’ . 

tutorials, and this disagreement may be linked to  their preference for English in all 
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their academic activities.  The large entry level group revealed no clear trend on this 

issue.  In the interviews, longitudinal respondents felt that they needed to use English 

all the time in order to improve their command of the language, which they felt was the 

actual key to understanding their academic subjects, e.g.: 

 I am very positive that Xhosa can be developed to do everything 

that other languages can, but right now I can’t really use it here 

because all the lectures and notes are in English...there are not 

enough books or educational programmes in Xhosa; 

 

I am against it because that will not develop our skills in English. 

 

any respondents, particularly at second year and exit level, supported 

t 

t

u

it only create divisions between its mother tongue speakers and its 

non-speakers.  And the majority of the people do not even 

understand it. 

 

A weaker unchanging attitude, with some uncertainty, emerged for the statement 

 

Lastly, m

dropping Afrikaans as MOI at universities in response to the more multilingual 

composition of the universities where Afrikaans used to function as MOI.  This 

corresponds with the rejection of Afrikaans as MOI at universities by the large entry 

level group.  As one respondent put it in his exit level interview: 

 I think Afrikaans should be dropped as a medium of instruction a

ertiary level because there are no valid reasons for it still to be 

sed as a medium of instruction, it is not a dominant language and 

English has been forced on me for historical reasons and its power as the international 
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language.  At entry and second year level, this statement was agreed to by 60%-65% of 

all respondents, dropping to 55% at exit level.  More than 60% of the large entry level 

group agreed with the statement.  The exit level interviews  showed that several 

respondents felt  that English had been forced on them for their own advantage: 

English was not forced on me, I realised that it is important to 

learn and understand it because it is a dominant language and 

without it, it would have been tough for me to survive and also 

being ‘un-English’ at university is a disgrace.  In fact you can 

notice that English is the instrument for survival...an important 

language;  

 

English I can say has been forced on me but for my benefit because 

i

i

t

b

 

 

This section focuses on those changes from entry to exit level that are reflected in both 

the quantitative and qualitative analyses.  Unlike several short-term changes which 

occured at 2nd year level only, it was likely that these changes from entry to exit level 

had received some form of positive reinforcement.  In other words, the cognitive and 

affective factors which influenced these changes had not operated in isolation from 

other societal factors, thereby satisfying the main criterion for long-term change as 

n most, if not all, of the institutions English is the language of 

nteraction or common language...therefore it is compulsory for us 

o know and understand English.  It was a preparation for one to 

e able to cope at tertiary level . 

 

4.3.6.2 Changing Attitudes

described by Morgan (1993).   Triandis (1971) also contends that a form of 
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psychotherapy can increase people’s insight into the reasons they hold for certain 

attitudes. While these respondents did not undergo any such psychotherapy, they were 

all involved in this study for three years.  This period of exposure to the issues, 

together with the cognitive and affective factors that were undoubtedly at play during 

their university years, must have affected both their unchanged and changed responses. 

   It is highly likely that these factors may have led to a more thoughtful consideration 

of their answers, especially in the more open-ended interviews at exit level.  

nging attitudes can also be ranked from 

ents elicited marked changes in attitudes over time: 

 difficult studying 

-

this attitude.  This statement elicited a high degree of uncertainty with the large entry 

level group.   Despite continuing difficulties which reflected the educational difficulties 

they had undergone in learning English,  the majority of the respondents appeared to 

feel that they could study adequately through English by exit level: 

 It is not as difficult as before...but sometimes there are difficulties 

which compel me to consult a dictionary; 

  

 

 

As with the unchanging attitudes, the cha

relatively marked changes to more moderate changes.  

 

Five statem

The polarised scores at entry and 2nd year level for the statement It is

in a language that is not my mother tongue - in this case, English  changed by exit 

level, with 70% disagreeing that it was difficult to study through English.  It is worth 

remembering that 85% of this group rated their English as ‘good’ by exit level.  It is 

likely that their success in achieving exit level within three years may have influenced 

...there are some English words which are quite deep and 
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bombastic and that compel us to consult other aids like dictionaries 

and while we are busy consulting time is upon us; 

 

 I am able to 

write exams and assignments in English and pass. 

 

It would appear that three years of study and intensive exposure to English  had 

lessened the difficulty of studying through the language, and that their informal 

arked changes in attitudes.  A low level 

quantitative analysis here, because there are a number of contradictions between the 

survey responses and the interviews (see 4.2.7.4 below).   The respondents in the large 

entry level group returned a wide range of responses on this question. 

 

Responses to the statement asking for some form of mother-tongue support for all 

students elicited no clear response from the large entry level group.  With the 

It was difficult then, but now it is much better because 

acquisition of the language had continued without direct intervention after entry level.  

Nevertheless, the formal intervention of English 105 in improving their English at 

entry level, and their possible use of the university’s writing centre cannot be 

discounted as having contributed to this changed attitude. 

 

Two responses to other BSALs also indicate m

of agreement (45%) at entry level that longitudinal respondents had improved their use 

of such languages informally, rose to 65% agreement at 2nd year and exit level.  As was 

pointed out previously in section 4.2.4, this improvement appeared to be mainly in 

their use of Zulu.   However, it is not clear whether the qualitative data supports the 

longitudinal group, responses went from 50% disagreement at entry level to 70% 



 

 
 176 

disagreement at exit level.  However, as the interviews revealed, this was not because 

of overt negative attitudes towards these languages, but more pragmatic concerns such 

as the cost and implementation of such language support in a multilingual institution: 

...it will not make any sense...because lecturers, tutors and all other 

  

 There are so many things involved here; one, UWC demographics, 

it is extremely multilingual.  Two, people to teach in all these 

languages - where are we going to recruit suitable people?  

 

ost respondents (65%) disagreed that there were enough good books in 

 IMVO and one 

m

T

 

While only 30% of respondents disagreed with the standardization of Nguni at entry 

level, by exit level this level of disagreement rose to 65%, indicating an increasing 

rejection of this issue.   It is likely that the cognitive input received on the 

standardization issue at entry level (in English 105 and Sociology lectures) may have 

influenced the results at that level, and continued to influence the results at second year 

level.  However, without such intervention at exit level, respondents’ real attitudes 

people will not be able to understand our different mother tongues; 

At exit level m

Xhosa, in contrast to the more polarised responses at entry and second year level.  This 

change was most likely caused by cognitive input which established this as a fact.   As 

some respondents said in their exit level interviews: 

 ...there is only one Xhosa newspaper which is

agazine BONA so they are not enough;   

hey are very few when compared to English. 

towards the issue appeared to emerge.  This result provides support for past research 
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(Msimang, 1994) which shows the tendency of Xhosa and Zulu speakers to reject the 

standardization of the two languages.   Respondents had the following to say in their 

exit level interviews: 

There are fundamental rituals that are practised by these two 

groups which most, if not all, are totally different that 

w

merging process.  And children will not be able to acquire them 

because they will not be existing then.  And also that will result in 

job losses because they will no longer be dealing with Xhosa and 

Zulu as separate languages but only dealing with one language, 

Nguni;  

 

Yes, Zulu and Xhosa are more like daughters of the same parents 

b

t

 

Xhosa and Zulu and Sotho-Tswana are both mutually intelligible 

b

p

 

This rejection of the standardization of Nguni by the respondents at exit level was in 

contrast to the more than 60% of the large entry level group who supported this 

statement.  Linguists may dismiss the cultural prejudices, such as the absence of 

circumcision for Zulu teenagers, as minor barriers to the standardization of Nguni.  But 

Ponelis ( 2000:9) reminds us that what linguists regard as minor differences are major 

differences to loyal speakers of a language, because language loyalty does not always 

language 

ill therefore mean that they will be suppressed or ignored in that 

ut they have differences, for example there are words which sound 

he same but mean totally different things; 

ut their speakers are so different when it comes to cultural 

ractices, norms and values.  

equal language logic.   
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Three statements elicited more moderate changes: 

Respondents signalled slightly more positive attitudes towards other BSALs and their 

potential for further development at second year and exit level than at entry level. 

However, fluctuating scores could have been caused by the negative structure of the 

sentence, leading to possible misinterpretation.  The large entry level group appeared 

very uncertain about this statement, as could be seen from their wide range of 

and if I can be given an opportunity I can learn and understand 

them, but there are very few mother tongue speakers of these 

l

S

t

  

I prefer Zulu to other African languages.  Other African languages 

a

m

t

b

d

 

    

The large entry level group returned a  low level of agreement (55.6%) on the issue of 

whether the use of the mother-tongue in tutorials had helped them to understand their 

responses.   The exit level interviews revealed no clear trend on this issue: 

I do not have any attitude against languages like Sotho, Zulu, etc. 

anguages that I know and they are too fast when talking.  

econdly, they also fall in the same category as Xhosa, English is 

heir main threat; 

s it is the case with Xhosa will only develop for their respective 

other tongue speakers not for other language groups because 

here is this great race for recognition, therefore people are not 

othering themselves with other languages but they only focus on 

eveloping their own language . 

academic subjects. With the longitudinal group, there were fairly high percentages of 
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agreement (60 and 70% respectively) at entry and second year level for this statement.  

But this level of agreement changed to only 35% at exit level, with 55% disagreement, 

which may indicate that Xhosa played an increasingly minor role for these respondents 

in their understanding of their academic subjects at exit level. Those who agreed with 

the statement nevertheless expressed some reservations about the value of Xhosa in 

this regard: 

Yes, if I can be taught in my mother-tongue, according to the 

question, I can understand more better because it would be in my 

mother-tongue...but I am not saying that must be so because that 

won’t develop me at all;  

 

Yes that would be helpful to students because they will understand 

m

t

 

nts agreed that they had improved their 

disagreeing that their Afrikaans had improved.    Those who reported having improved 

their use of Afrikaans,  cited having made friends with speakers of the language as the 

main cause for this improvement.  However, some also  revealed negative attitudes 

towards speakers of Afrikaans at UWC in their exit level interviews, e.g.: 

I know very little because here at UWC most people speak English 

to each other.  What I hate is when people insist on speaking 

Afrikaans when we are present, because it makes me feel stupid.  

Sometimes people at UWC as well...they speak about you in 

aterial much quicker and with ease but when they have to go out 

o search for jobs it would be difficult. 

At second year level, 40% of the responde

informal acquisition of Afrikaans while studying at UWC and living in the Western 

Cape.  But at exit level, this percentage of respondents rose to 55%, with a further 40% 
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Afrikaans to discriminate against you. 

 

 

4.3.6.3 Attitudes revealing no clear trend 

Six of the statements elicited no clear trend over time.   Responses to these statements 

were also characterised by high levels of uncertainty. The statement whether it was 

important to learn the dominant regional African languages for purposes of 

n language for 

e

l

 

Yes it is important to know a dominant African language in that 

p

C

do not understand any language other than Xhosa. 

 

Like the large entry level group, longitudinal respondents were fairly evenly divided at 

entry and 2nd year level on the issue of whether 11 official languages were not useful 

and practical, but by exit level this shifted to 55% disagreement, meaning that slightly 

employment in such regions elicited fairly similar scores at entry and exit levels, but 

showed change at second year level.  At entry and exit level almost the same 

percentages disagreed with the statement (45 and 40% respectively).  However, at 

second year level 45% agreed with the statement, as opposed to the 25% who 

disagreed.  The large entry level group also revealed no clear direction on this issue.  

Polarised views emerged in the exit level interviews: 

I do not think it is necessary to learn an Africa

mployment purposes.  One can learn a dominant African 

anguage in that particular province for communication purposes; 

articular region, if for example you are going to work in Eastern 

ape you will definitely have to know Xhosa because some people 

more than half of the respondents agreed with the system of 11 official languages..  
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The negative structure of the statement may have influenced the fluctuating responses 

here, as respondents were far more positive about this issue in their exit level 

interviews: 

The present language policy is right because it will help these 

languages to develop and also their speakers will also feel proud 

a

to their roots and understand their cultures; 

  

The present language policy for me is useful but the question of 

implementation is still my problem, because it would be really 

difficult for us to speak and use all these languages. 

  

ilar pattern can be seen in response to the statement on the future development of 

the respondents disagreed with the statement, but many also expressed uncertainty.  

This uncertainty about the future of Afrikaans was mirrored in the exit level interviews: 

...it is still used in some institutions as a medium of communication 

or instruction especial in this province (Western Cape); 

 

  Afrikaans is indeed relegated, it is no more a major prerequisite as it was in 

the past for other jobs, and even some of its mother tongue speakers are 

shifting to English.  And there are very few people who are still strong and 

p

bout their languages and by so doing they will be able to go back 

A sim

Afrikaans - only at second year did 55% of all respondents agree with the statement.  

This statement also elicited the highest levels of uncertainty in respondents, 

particularly at entry and exit level, which may indicate that respondents were not sure 

about the future of this language as a result of Afrikaans losing many of its major state 

and official functions to English.  With the large entry level group, more than half of 

roud about Afrikaans . 
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More respondents (55%) were also likely to agree at exit level that they were not 

positive about Afrikaans than at entry level (45% - virtually the same score as with the 

large entry level group).  The highest level of agreement for this statement occured at 

2nd year level (65%).  This negative statement was also characterised by fairly high 

levels of uncertainty at entry and exit level.  In the exit-level interviews, those who 

agreed that they were negative about the language tended to focus on the speakers of 

mother tongue speakers do not want to involve themselves in the 

reconciliation process, and some of them do not even feel sorry for 

t

Those who wer  the language had virtually similar arguments, 

ents elicited highly polarised responses at all levels, together with high 

(which can also be seen with the large entry level group), half of the longitudinal 

respondents rejected the standardization of Sotho and Tswana by exit level, while a 

further 25% were uncertain.  Some respondents felt that the same issues that blocked 

the standardization of Nguni were relevant here.   However, others admitted that they 

knew nothing about the two languages and therefore could not comment on the issue. 

Sotho and Tswana are not completely mutually intelligible as 

Xhosa and Zulu therefore to merge them will be quite problematic; 

  

the language rather than the language itself as the reason for their negativity.   

I still feel negative about Afrikaans because the majority of its 

heir role in apartheid . 

e more positive about

pointing out that the language itself was not to blame for the past. 

 

Two statem

levels of uncertainty.   Despite diverging patterns of responses across the three years 
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I am not sure about Sotho and Tswana but I am sure they also have 

their own differences as it is the case with Zulu and Xhosa . 

 

The polarisation on the issue of the neglect of Xhosa was also reflected in the 

interviews and written work.   One respondent wrote at exit level:  

As far as I can see my language is not so far considered especially 

by people who speak it.  In my opinion I think if further 

consideration and development can be done they know that it’s one 

of the important languages.     

While this respondent blamed speakers of Xhosa for the neglect of the language,  

t 

s

t

g

l

t

 

 ...Xhosa is only important for Xhosas and other language groups 

a

Others cited Xhosa’s official status and the fact that they used the language constantly 

as reasons why they did not believe that the language was being neglected. 

The large entry level group was polarised on this issue. 

 

 

others laid the blame on the government and other organisations: 

Although these languages have been given official status, I can’

ay they have clear opportunities for further development because 

here is nothing so drastic so far that has been done by both 

overnment and other organisations to encourage the use of these 

anguages in public domains as a result English is still dominating 

hem; 

nd government are not interested in it . 

4.3.6.4 Different results elicited by different research tools 
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As noted in Chapter Three, interviews and  written work can occasionally elicit 

responses that are different from the responses elicited by the survey questionnaire.  

With some members of the longitudinal group, the interviews appeared to elicit 

responses that differed from the responses they gave to the survey questionnaire.  

There did not appear to be any contradiction between the written responses and the 

questionnaire responses.   The contradictions elicited by the interviews need to be 

examined closely in order to determine why they occur, and what they reveal about the 

• the possibility that some respondents were careless when completing the 

survey, choosing responses randomly.  For example, a respondent agreed in the 

second year and exit level surveys that it was important to learn dominant 

regional African languages for exployment purposes, but contradicted this 

agreement in his exit level interview: 

 I do not think it is essential to know any of the other African 

languages (in whichever province), because the only language that 

respondents’ actual language use and attitudes.  One important factor may have 

influenced the responses collected from these different sources.   The written work and 

surveys were done privately by the respondents, while the interviews were face to face 

encounters with an interlocutor. Some respondents may therefore have expressed their 

more private, covert attitudes when working on their own, but may have opted for a 

different type of response when expressing themselves to an interlocutor.  They may 

have wanted to impress the interlocutor with their rational arguments, and to hide their 

own prejudices, stereotypes and beliefs.  Consequently, when considering the 

contradictions that emerged when the transcribed interviews were read and analysed, a 

number of likely scenarios presented themselves: 
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is important...is English.   

  The same respondent also indicated in his surveys that he was not 

against the use of urban varieties of Xhosa on TV, but his exit level 

interview contradicted this: 

 I don’t like the use of mixed varieties because some people do not 

understand them therefore a person who is using them especially in 

a public domain like TV will not be understood by the people.  And 

some people will struggle with understanding the incorporated 

word in the case of code-switching. 

 

the possibility that the response to a particular issue in the interview may be a 

m

r

l

t

to have 11 official languages in the sense that if we 

a

w

s

c

 

• the possibility that the survey and written responses were the respondents’ 

instinctive, first reactions and therefore more indicative of private, underlying 

attitudes than the more open and reflective interviews. For example, the 

reaction to Xhosa as the sole MOI at school revealed this contradiction between 

a

• 

ore reliable indicator of the respondent’s real attitude than the survey 

esponse to that issue.  One respondent, for example, agreed that eleven official 

anguages were not useful or practical, but his exit level interview contradicted 

his agreement: 

 It is useful 

llow only certain languages to have that status that will mean they 

ill dominate other languages and the dominated will then be 

uppressed...it is practical because in other countries this is the 

ase all languages are given this status.... 

 possible affective response which governed some respondents’ agreement 
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with the statement in the survey, and their more pragmatic concerns for Xhosa 

school-children in their exit level interviews, e.g.:  

I do not agree with that because when they (the children) have to 

ary, they 

w

a

This may be indicative of the tension between these respondents’ 

l

e

A

a

c

her tongues as medium of instruction at tertiary level 

w

o

j

The total longitudinal group were fairly polarised on this issue, while the    

l

direction on this issue.  

 

• Reported patterns of language use also often contradicted reported language 

attitudes, with some respondents actually denying knowledge of a language that 

they had reported they could use.   For example, one respondent who reported 

in the survey that South Sotho was one of his home languages, said in his 

s mix so much with speakers of Sotho and 

start learning English at other levels like junior second

ill experience problems as a result a person will progress as far 

s standard ten and be unable to express himself in English.  

anguage loyalty and their awareness of the importance of English in 

ducation.   Another respondent was strongly in favour of the use of 

frican languages at tertiary level, as shown by his survey responses 

nd his entry level writing.  But his interview at exit level appeared to 

ontradict this: 

 To use mot

ill not do us any good as it will limit one’s employment 

pportunities because our mother tongues are not recognised in the 

ob world.   

arge entry level group revealed a wide range of responses with no clear 

econd year interview that he did not ‘...
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Tswana..’ and also downgraded his ‘average’ South Sotho to ‘hardly any’ at exit 

level. Another respondent, who rated his use of Tswana and Sotho as ‘good’ by 

exit level, said in his exit level interview ‘...I speak only two languages: Xhosa and 

English.  I have not acquired anything in Afrikaans or Sotho’.  A female respondent, who 

agreed in the survey that she had improved her use of Afrikaans through 

contact with speakers of the language at UWC and in the Western Cape, 

claimed in her interview that this had not in fact happened, because ‘...I do not 

even have friends who are Afrikaans, are mother tongue speakers, or who know it’. 

 

ay reveal how difficult it is to pin down specific attitudes with 

 

 

 

4.4 Conclusions  

In this concluding part of the chapter, a summary is presented of the longitudinal 

group’s patterns of language use and attitudes.  This is followed by more general 

These contradictions m

particular individuals.  They are also reminiscent  of the often low correlation between 

attitudes and actual behaviour (Baker,1988:114), especially if the survey responses and 

written work can be seen as possible indicators of actual attitudes, and the interviews as 

possible indicators of actual behaviour.   But this is an issue on which this study can 

only speculate, as actual behaviour was never measured.  The main issue here, 

however, is that language attitude researchers need to be aware that different research 

tools can elicit different responses to the same attitudinal issue. 

conclusions which briefly evaluate the research methodologies, hypotheses and 
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theories underpinning the chapter. 

 

Language use: 

The language use patterns of these respondents show very little change over time, with 

Xhosa being their main language at home and with friends, and English functioning as 

their second language with a key role in their education, particularly at university.  

Zulu is rated the language most  acquired informally, and  it is  one of only two other 

 

tudes, Table Five firstly reveals the way in which respondents 

which respondents rank attitudes longitudinally,  with increasing moderation in their 

responses evident by second year and  exit level.  

 

Xhosa appears to be intimately connected with respondents’ personal sense of identity. 

  They may also have a particular variety of Xhosa in mind which connects them to 

their culture - possibly the standard variety of Xhosa taught at school or some rural 

BSALs (the other being Swati) in which some respondents improved their proficiency. 

 Very few respondents used English or Afrikaans in their interactions with their 

friends.  While 40% of all longitudinal respondents reported improving their use of 

Afrikaans, the majority reported having improved their English, a factor that appeared 

to be strongly related to their degree of academic success. 

 

Language attitudes:

In terms of language atti

rank specific attitude statements.   This ranking highlights the issues of greatest 

importance to these respondents.  Secondly, the table  reveals the overall pattern in 

‘deep’ variety which, for them, more truly reflects Xhosa culture and traditions.  It is 
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such a dignified variety  that they want to hear more of on TV, despite the fact that 

many of them speak mixed or urban varieties of the language.  Although they clearly 

see a role for Xhosa in their school education, they also appear to feel that it has little 

intrinsic value for them at tertiary level, and that its use could interfere with their 

progress in English. 

 

English is the language most respondents feel must be used at school together with 

21 mainly Xhosa students at UWC (1998) and Anthonissen et al.’s study with 200 

entry level Linguistics students (1998), of whom 63% were Xhosa home language 

speakers.    

 

Afrikaans and other BSALs do not appear to excite many strong attitudinal reactions 

from the respondents.  But there is also very little evidence of changing attitudes 

Xhosa.  But at tertiary level, most express a desire for English only.  It also emerges as 

the language respondents regard as essential for good employment.  The interviews and 

written responses show that many respondents are concerned about creating a unified 

South Africa, and feel that having one common language is an important tool for 

nation-building.  They appear to believe that English is largely neutral, and can serve 

as medium of unification.  At the same time they appear to believe that speaking 

English does not necessarily mean the end of other languages, and express little fear 

that Xhosa is being endangered by English.  The findings on English as MOI at 

university and as lingua franca for South Africa are further supported by two other 

studies carried out at UWC with largely Xhosa respondents, viz.De Witte’s study with 

towards Afrikaans, unless one can interpret the high levels of uncertainty surrounding 
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the language and its future as a move away from outright negativity towards 

comparative indifference.  Many of the language policy issues on other BSALs elicit 

polarised responses or high levels of  uncertainty from the respondents, which may also 

indicate that they hold no strong views on these issues. 

 

 

General conclusions: 

alitative and quantitative analyses reveals that the use of 

rom the results on English, the findings reported in this chapter tend to 

fairly indifferent, rather than sympathetic, towards other BSALs.  Their attitudes 

towards Afrikaans did not reveal much evidence of change from the negativity which 

had marked their entry level attitudes. 

 

The theories on attitude change discussed in 4.1 are to some degree supported by the 

findings of the longitudinal study.  As can be seen from the short-term changes at 

A comparison of the qu

interviews sometimes leads to different results.    The exit level interviews, in 

particular, frequently contradicted the responses to the questionnaires and in the written 

work. 

  

Apart f

challenge my modified hypothesis on the attitudes that were likely to change or remain 

unchanged.  The results confirm that attitudes towards English remained largely 

unchanged with these respondents.  While the respondents were positive about Xhosa, 

they did not appear to desire a greater role for it in their education.  They also appeared 

second year level, this study provides further evidence for Morgan’s contention that 
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changes can be short-term or long-term (1993), as well as for Webb’s argument that 

social change precedes linguistic change (1992).  Triandis’s changes to the cognitive 

component as an instrument of attitude change (1971) can be related to the ways in 

which courses like English 105 and Sociology attempted to change respondents’ 

attitudes towards English and Black South African Languages through changed 

cognitive input.  However, this only appeared to have influenced respondents at entry 

level, and to some extent at second year level.  Once they stopped receiving this type of 

hardening of existing attitudes.  For example, the Constitution of 1996 lists eleven 

languages as the official languages of South Africa, yet most of these languages are 

rarely heard in government statements or debates in Parliament, where English 

predominates (Webb 1999:66).  On national television, there were many more 

programmes in BSALs in the early 1990s than is the case today in 2000.  It may very 

well be that budgetary constraints makes it cheaper for the SABC to use imported 

input at second year and exit level, their true attitudes surfaced.   This reversion to their 

real attitudes, particularly at exit level, confirms that attitudes cannot change in 

isolation, but need shifts at both cognitive and affective levels.  The type of societal 

changes that might have allowed the influences of the cognitive input to endure, were 

simply not in place for the respondents in this study. 

 

Despite the political and societal changes that characterised the period prior to, during 

and after this study, conflicting messages from the government and society at large on 

national language issues may have caused confusion, uncertainty and even linguistic 

insecurity among these respondents, leading to very few tangible changes and a 

English programmes than to produce local programmes in South African languages.  
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Nevertheless, the ‘strong bias towards English’ (Webb: 66) in a powerful medium like 

television may have influenced the attitudes of the respondents in this study.   

 

Apart from societal influences and the effects of cognitive input at university, more 

affective factors like personality, academic success, individual and national identity 

may also have influenced each individual’s responses.  It was noted in section 4.2.2 

that the more outgoing and confident respondents, who were also more academically 

plications of the patterns of language use and attitudes revealed by the entry 

 

successful, tended to report having improved their proficiency in other languages and 

to hold more positive attitudes towards these languages.  In addition, it was also noted 

that, despite their pride in their own identities as Xhosas, many of these respondents 

saw English as a unifying factor at national level and also believed that African 

languages would continue to be maintained by the speakers of these languages.  

 

The im

level and longitudinal groups are considered in Chapter Five. 
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CHAPTER FIVE  

THE CONCLUSIONS AND IMPLICATIONS OF THIS STUDY 

 

Introduction 

Chapters Three and Four sought to answer the first two research questions of this 

study, viz 

• What are the language attitudes and language use patterns of Xhosa students 

a

• Do these patterns persist or change over a period of three years? 

te to common 

a

a

 

mary of the main conclusions of the study.  The 

 

• the attitude theories and methods of data collection on which the study is 

based and  

• the common assumptions on multilingualism in South Africa. 

 

The implications of this study for the common assumptions on multilingualism, as 

well as language policy and practice in South Africa are then considered.   The thesis 

t UWC? 

The aim of this chapter is to answer the final research question: 

• How do the answers to the previous two questions rela

ssumptions, theoretical orientations and methods of data collection in 

ttitude studies in South Africa and internationally? 

The chapter starts with a sum

findings of the study are used to evaluate 

• my hypothesis and research methods

concludes with a consideration of the relevance of this study and the areas that need 

to be addressed in order to respond to its findings. 
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5.1 A summary of the main conclusions of the study 

Chapter One of this thesis introduced us to the key concepts underpinning this study, 

viz. Language Acquisition and Use, Language Behaviour and, as the core of the 

study, Language Attitudes.   The language experiences of the mythical family in the 

introductory narrative are reflected to a great extent in the reported language 

flected in their reported language use, 

education, although a few reported that they would have preferred to have been 

educated in English only.  A significant proportion of respondents in both groups 

indicated a preference for English as MOI at university.  While the large entry level 

group returned polarised responses on the use of Xhosa in tutorial discussions at 

university, the majority of the longitudinal group rejected this at every level. 

 

experiences of both groups of respondents in this study - the larger entry level group 

as well as the longitudinal group.  Most of the respondents reported acquiring Xhosa 

at home and learning it as their first language at school, while English was mainly 

learned at school as the predominant second language.  For most of the respondents, 

Afrikaans was learned at school as a third language, while Zulu was the only other 

BSAL significant numbers reported having acquired and improved  informally.    

 

These patterns of language acquisition are re

with Xhosa dominant in their intimate and socio-cultural domains.  Most respondents 

reported being satisfied with the use of both Xhosa and English in their school 

The reported language behaviour of the respondents in both groups revealed that they 

did not believe Xhosa to be threatened by English.  However,  the majority in each 
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group wanted to see English as the only common language in South Africa and as the 

only medium of instruction at university.  Although the respondents in both groups 

clearly valued Xhosa, these findings tend to confirm Ridge’s description of English 

(1998:1) as the dominant, but not dominating language in South Africa.  The study 

also indicates that the respondents had developed multiple linguistic identities in 

order to adapt to the languages dominant in particular domains of use, especially the 

domains of necessity (Edwards 1994).  They existed as speakers of Xhosa in Xhosa-

dominant do  were able to use English well enough in order to study in it at 

 of a continued rejection of Afrikaans, 

differences rather than the similarities between the two languages.   Neither group 

appeared to hold strong opinions on the policy issues relating to other BSALs, 

although the large entry level group appeared to favour the development of all 

African languages up to tertiary level.  This attitude may however have been 

influenced by input on these issues in their university courses like English 105 and 

Sociology. 

mains, but

university. 

 

There were however also signs in both groups

although some exit level longitudinal respondents believed that the language could 

not be blamed for the actions of its users.  Zulu elicited moderate to strong reactions 

when respondents confronted the possibility of the Nguni languages being 

standardized.  The large entry level group offered moderate support for this 

standardization, but by exit level the longitudinal group rejected this.  In second year 

and exit level interviews, most longitudinal respondents were at pains to stress the 

 

It was noted in the Introduction to this study that language use patterns frequently 
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contradict expressed or overt language attitudes.  Although some of the language use 

patterns revealed by the respondents in both groups served as good predictors of what 

the patterns of language attitudes were likely to be, they also offered further evidence 

of the contradiction between language use and attitudes.     Of the large entry level 

group, 84.2% rated their proficiency in English as ‘average’  to ‘good’, but their 

rating was in stark contrast to the available measures of their proficiency as well as 

the quality of their writing.  Many of the longitudinal respondents claimed ‘good’ to 

‘excellent’ proficiency in English by exit level, but this was not confirmed by the 

 hierarchy in the ranking of attitude statements by both the large entry level group 

to academics and language activists.  In line with the thinking of other academics 

concerned with the promotion of multilingualism, I believed at the start of the study 

that several factors were likely to exert strong influences on the language attitudes of 

the respondents.  These factors include the momentous political changes that have 

occured in South Africa since the early 1990s, and the respondents’ lived experiences 

as students at UWC.  In particular, I believed that these factors and the sense of 

quality of their writing in English at exit level.  Secondly, longitudinal respondents 

revealed scepticism about the use of Xhosa and other BSALs at tertiary level.    But 

what lecturers observe at UWC is that Xhosa students actually use their mother- 

tongue frequently in their lecture and tutorial discussions with other mother-tongue 

speakers.  

 

The

as well as the longitudinal group revealed clearly which language issues were 

important to these respondents.  These issues tend to conflict with what is important 

finally having achieved political equality would imbue them with a greater sense of 

the value and importance of black South African languages.   I assumed that this 
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greater awareness of the value of BSALs would lead to respondents asking for 

greater contexts of use for these languages, to assist in democratic nation-building 

and unification.  A desire for the promotion of BSALs at all levels would have been 

in line with the thinking of those language activists in South Africa who wish to 

promote multilingualism at all levels.  I also believed that respondents would reveal a 

move away from the formerly negative attitudes held towards Afrikaans by black 

South Africans. 

 

 issues which enjoyed greatest support 

might wish to see Xhosa play a larger role in their education than it currently does 

was therefore not fully supported.   

 

Many of the respondents in both groups were fairly positive about other BSALs.  

Several respondents had improved their informal acquisition of such languages and 

of Afrikaans.  However,  the comparative ranking of the attitudes with both groups 

Instead, both groups’ ranking of the language

or uniformity, together with the reasons provided by respondents in interviews and 

written work, offered further proof of the dominant role of English at national level 

as well as in their own lives.  This confirmed part of my modified hypothesis, viz. 

that few changes would take place in the largely positive attitudes held towards 

English.  The study also revealed respondents’ loyalty towards their own language as 

the bearer of their culture and traditions.  However, the longitudinal group revealed 

strong scepticism about its value in higher education, in contrast to the more 

polarised responses of the large entry level group.  My assumption that respondents 

showed that many of the issues relating to other BSALs and Afrikaans were of only 

slight importance to these respondents.   An internalised sense of democratic 
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practices with regard  to languages other than English and Xhosa was apparently not 

present in most of these respondents. 

 

 

5.2. An evaluation of the hypothesis and research methodologies underpinning 

the study 

As noted above, certain parts of my modified hypothesis on the attitudes which were 

result of this intercession, the large entry level group offered moderate support for 

the standardization of Nguni, and was polarised on the issue of mother-tongue 

support for all students.   However,  the longitudinal group revealed an increasing 

rejection of these two issues.   In addition, while the large entry-level group appeared 

to be fairly polarised on the issue of the use of Xhosa in tutorials, the longitudinal 

group consistently disagreed that they preferred using Xhosa in tutorials, but were 

likely to change over time were not supported by the evidence from this study.  

However, as was shown in Chapter Four, the findings supported my initial and 

modified hypotheses that several factors at university might impact on the language 

attitudes of respondents, leading to short- and long-term changes.  Short-term 

changes in attitudes may have been brought about by the interceding role of English 

105 and, in some cases, Sociology lectures and tutorials which tried to raise students’ 

language and cultural awareness and also sought to promote linguistic tolerance.   

But this interceding role may not have had a lasting effect.   Once respondents had 

moved on to exit level, most of them may have been asserting their own voices to 

reveal their more pragmatic viewpoints on language policy issues.  Possibly as a 

more polarised on its usefulness in helping them to understand their subjects.    
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The long-term changes that occured were fairly predictable, such as their 

improvement in studying through English, and their relative improvement in their 

informal use of Afrikaans and other BSALs.  It was also predictable that exit level 

respondents would recognize that there were not enough good publications in Xhosa, 

especially when they compared the number of Xhosa publications with the number of 

English publications.   Perhaps the main long-term effect of three years of university 

study was the moderation of their attitudes, with exit level respondents less likely to 

express extremes of attitudes as a group, e.g. 100% agreement or disagreement (see 

ethods used in this study follow the most popular research methods 

direction.  Five negative statements were used, and three of these elicited polarised 

scores and fairly high levels of uncertainty: 

It is not useful and practical to have 11 official languages 

I do not feel positive about the other African languages and their potential for further development 

I do not feel positive about Afrikaans, because of its history as the language of oppression 

 

However, the other two negative statements which referred to English and Xhosa 

d Th

section 4.2.6 In Chapter Four).  

 

The research m

used in attitude studies (Agheyisi and Fishman 1970).  On the whole, my 

triangulation of research methods - survey questionnaires, interviews and written 

work - tended to yield fairly similar results, but two methodological tools were either 

problematic or occasionally yielded different results.  In the first instance, the use of 

negative statements in the survey questionnaires at times appeared to confuse 

respondents, particularly at entry level, and to lead to attitudes with no clear 

(You can’t get a good job unless your English is good an ere is not enough TV in my mother 
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tongue) elicited high levels of agreement.  It may therefore not have been the negative 

structure of the statements that elicited particular scores, but the languages to which 

they referred - Afrikaans and other BSALs.  At second year and exit level clearer 

trends emerged for these statements. 

 

Secondly, as was seen in Chapters Three and Four, interviews sometimes produced 

results that contradicted the findings of the survey questionnaires and written work.  

In Chapter Four, I presented some of the possible reasons why face-to-face 

ith its 

model is particularly appropriate for a study which has the ranking of attitudes as its 

core.  At the same time, the contradictions which emerged through different research 

methods also support the notions of overt and covert attitudes (Ryan 1979), with 

respondents’ openly-professed attitudes sometimes at odds with their more covert 

attitudes.  The many unchanging attitudes in the study also tend to support the view 

of attitudes as remaining relatively stable over time (Baker 1988).  As was noted in 

interviews sometimes lead to different results than the more private acts of writing or 

responding to a questionnaire.    Clearly, alternative methods of data collection used 

in attitude studies could have an impact on research results, and researchers need to 

take account of this factor. 

 

 

5.3. An evaluation of the language attitude theories used in the study 

The study utilizes Triandis’ (1971) multi-componential model of attitudes, w

cognitive, affective and behavioural components.  As was noted in Chapter One, this 

the conclusion to Chapter Four, the study also supports the theories of attitude 

change expounded by Triandis (1971), Morgan (1993) and Webb (1992). 
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The study has added further empirical evidence to South African attitude studies 

carried out with black respondents.   In particular, past findings on attitudes towards 

English (e.g. Webb 1992, Young et al. 1991) receive strong support from this study.  

There is evidence, however, of a slight shift in the negative societal attitudes to 

BSALs beyond home and informal use reported in previous studies by e.g. Msimang 

(1993), Marivate (1993), Bosch and de Klerk (1994) and  Gough (1998).  The 

longitudinal respondents in this study signalled  minor changes in their attitudes 

towards BSALs, by revealing more positive attitudes towards other BSALs in the 

veal much evidence of a shift in the 

and longitudinal respondents consistently rejected its use as MOI at university, and 

there were very low levels of agreement for the statement Afrikaans will continue to 

develop and prosper in the new SA.    Slightly more than half of the longitudinal 

respondents (55%) agreed at exit level that they still felt negative about Afrikaans.  A 

further 55% agreed that they had improved their informal use of the language, but 

some contradicted this reported improvement in their exit level interviews.   Judging 

national domain, and by clearly approving of the use of Xhosa together with English 

at school level.  This slight shift was particularly evident at exit level, where 85% of 

the longitudinal respondents approved of the use of Xhosa together with English at 

school, and where 65% reported that they were positive about other BSALs.  A 

further 55% felt that having 11 official languages was both useful and practical.   

 

As regards Afrikaans, the study does not re

negative attitudes reported towards Afrikaans in past attitude studies, such as in the 

studies by Bosch and de Klerk (1994), and Vorster and Proctor (1975).  Entry-level 

from the exit level interviews, some respondents still associated Afrikaans with pain 

and humiliation, but there also appeared to be a tendency to separate the language 
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from its speakers and simply to treat it as just another South African language. 

 

 

5.4 An evaluation of the common assumptions on multilingualism and 

multilingual education in South Africa 

Many of the assumptions held by language activists about languages in multilingual 

societies are often strongly influenced by socio-political ideology instead of evidence 

show how deeply entrenched certain attitudes are in the consciousness of black South 

Africans.  As Desai (1999:175-6) points out: 

A constant refrain at conferences on language policy issues is the 

negative attitudes towards African languages by the speakers of these 

languages and how we can change these negative attitudes .  

Increasingly, I am beginning to think that we are not going to change 

t

a

from empirical research.   Empirical research can help language policy planners and 

those responsible for the implementation of language policies to accommodate the 

reality of people’s attitudes and actual language use in their recommendations.   In 

the Introduction to this study, the common assumptions on multilingualism in South 

Africa were discussed. The findings of this study hold a number of implications for 

these assumptions. They  indicate, for example, that certain assumptions are not 

supported by empirical evidence and that these assumptions can only be realised if 

certain attitudes can be made to change, particularly  negative attitudes towards 

Black South African Languages.   However,  without institutional support attitudes 

are not going to change by themselves, because the findings of this study and others 

hese attitudes.  What we need to change is our practices and 

ttitudes will follow - whether these be racist attitudes, sexist 
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attitudes or attitudes towards particular languages.   

 

Many language activists believe that the best model for South African schools is one 

of additive bilingualism.   The appropriateness of this model for South Africa is 

described in Luckett (1995:73-78).  Like Desai (1995; 1999), Luckett proposes a 

model according to which children will use their mother-tongues as media of 

instruction (MOI) until the end of secondary school, and do English as a compulsory 

tion] is followed, the 

u

a

 

questioning the appropriateness of additive 

exposes some of the weaknesses in  Luckett’s  additive bilingualism model.  He is 

also critical of  two of the other models described in Multilingual Education for 

South Africa (Heugh et al:1995), viz. Alexander’s Multimedia School and Heugh’s 

Modified Dual Medium model, because both these models delay the acquisition of 

English in which pupils will eventually have to do some of their subjects. 

 

school subject from the third or fourth grade. At tertiary level, she proposes that a 

regional language should be a parallel medium of instruction with English.  South 

Africa’s Language in Education Policy (Dept. of Education, 1997) qualifies its 

position towards additive bilingualism as follows: 

Whichever route [towards multilingual educa

nderlying principle is to maintain home language(s) while providing 

ccess to and the effective acquisition of additional language(s).    

However, some researchers are currently 

bilingualism, first designed in Canada, for education in South Africa.  Banda (1998) 

According to Banda, Luckett’s model is derived from Cummins’ (1981) distinction 

between basic interpersonal communicative skills (BICS) and cognitive academic 
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language proficiency (CALP).  However, according to Cummins (1981:24) it 

requires 5-7 years for a child to achieve CALP that enables him/her to perform well 

on academic skills.  Luckett does not want children to begin operating in a second 

language like English until CALP has been achieved.   This implies that many 

children will already be in secondary school by the time they can start using the 

second language effectively for learning purposes, provided that their acquisition of 

English is adequate up to that point - a situation that is woefully unlikely in South 

Africa’s current educational crisis.  It is also unlikely that such children would 

t is certain is that none of the schools in the former Department of Education and 

the evidence provided by this study, viz. that the majority of the respondents in both 

groups reported preferring the use of Xhosa together with English at school. 

 

The implications of this study for the other common assumptions are now discussed 

in terms of those assumptions which were either supported or challenged by the 

findings of the study. 

become effective users of English at tertiary level, where the demands of academic 

literacy are an additional complication.   

 

Wha

Training (black) schools are currently using the model of additive bilingualism, and 

Banda  concludes (1998:9): ‘In a nutshell, the majority of South African schools have 

a monolingual orientation despite government’s policy of additive bilingualism.  The 

situation is unlike to change in the near future.’  Banda would prefer improved 

mother-tongue education together with English as MOI.  His position finds support in 
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5.4.1 Implications for the assumption strongly supported 

The findings of this study offer fairly conclusive support for only one common 

assumption on multilingualism in South Africa: 

All learners should have meaningful access to English since it has unparalleled 

power and status in our society at present. 

 

The support for this assumption is based on the unchanging high ranking in the study 

ld be the only MOI at UWC 

ith English at school 

Y

T  English 

h revealed by the study are, as noted 

language policy of 1998 which describes English as ‘the main but not the only 

language for educational purposes and for internal and external communication’ 

(UWC Language Policy Working Group,1998:43).  However, it challenges this 

policy’s commitment to multilingualism which sees ‘the current predomination of 

English...as an interim situation’, as it was clear that most of the respondents in this 

study, especially at exit level, were sceptical about the use of other languages at 

of statements like 

• English shou

• The mother tongue should be used together w

• ou can’t get a good job unless your English is good 

• here should be one common language, and it should be

 

The highly positive attitudes towards Englis

earlier, further confirmation of past studies which have shown that English ‘must 

enjoy very substantial affirmation from the African majority in the country’ (Ridge 

1998:1).  These attitudes to English also tend to support the section of UWC’s draft 

tertiary level. 
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The unparalleled power and status of English in South African society could hold a 

number of serious implications for other languages in South Africa, such as language 

shift, decline and even death.  However Eastman (1990:21) believes that the social 

functioning of indigenous languages will ensure that they remain part and parcel of 

people’s culture and identity whether or not they are used at all or are used only in 

certain domains. 

 

The most serious part of the assumption is captured by the phrase ‘meaningful access 

If  popular attitudes about the superiority-inferiority of languages are 

r

those concerning styles, accents and dialects are even more deeply 

ingrained....Vocabulary, pronunciation and grammar which are at 

variance with a received ‘standard’ are regularly dismissed, and a 

great divide is thus perceived between such a standard all other 

                                                          

to English’, and there are two major issues that need to be unpacked here.  Firstly, 

what type of English has power and status in South Africa?  Is Black South African 

English at the same level of power and status as Standard British English1?  What 

kind of English is instinctively favoured when candidates (who are equal in all other 

respects) are interviewed for posts, particularly if the interviewers themselves hold 

certain attitudes towards a particular type of English?  Edwards (1995:93) reminds 

us: 

esistant to change, despite the weight of linguistic evidence, then 

 
1  According to Titlestad (1996:170), ‘...the term “Standard British English” 
 
i
a

   is a piece of sober linguistic description (not a recrudescence of         
mperialism) implying the form of the international standard most         
ppropriate to South Africa’. 
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‘substandard’ forms. 

 

Secondl gful access’ to English be improved?   Education in 

most black schools in South Africa has continued to be marked by the following 

features: 

• many schools in black townships remain under-resourced, with large classes 

and often poorly-trained and poorly-motivated teachers; 

• The level of English most teachers have is often inadequate to the task of 

p

l

o

1

• T dequate supplies of reading material at schools and in the homes 

a

t

• T ar and literature, instead of 

e

points out, no attempt is made to ‘shift the culture of formal education closer 

to the culture of the local communities’. 

 

The above factors make it clear that, under these conditions, English remains an 

unattainable goal for most learners in these schools, leading to the necessity for 

tertiary academic development programmes to address the problem much later.   It is 

y, how should ‘meanin

roviding suitable models for the learners to copy, and learners typically have 

ittle exposure to mother-tongue speakers of English or varieties of English 

ther than Black South African English (Mugoya 1991, cited in Gough 

996:54); 

here are ina

nd a culture of reading still needs to be established among the majority of 

he population in SA (Mawasha et al. 1996); 

eachers tend to focus on teaching English gramm

ffective communication in English.  In addition, as Jane Kembo (1999:306) 

clear, therefore, that at a time when there is political pressure to develop and 

maintain African languages, there is also pressure to improve the access of learners 
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to English.  How the government will apply resources to both these areas remains to 

be seen.  In the meantime, black parents who can afford it, continue to seek education 

for their children in English anywhere but in the townships, in the belief that they 

will achieve a much better standard of education elsewhere. 

 

The findings also indicate that most respondents in this study preferred the use of the 

mother-tongue together with English in their school education.  This clearly implies 

that the kind of bilingualism currently in operation at many black schools does not 

languages themselves are taught as subjects).  The parents choose the language in 

which they want their children to be educated.  This often means that Afrikaans-

speaking or bilingual Afrikaans-English parents elect to have their children educated 

through English only, because, like black parents, they also believe that this will lead 

to a better education and better employment prospects for their children. 

 

excite negative attitudes, as long as English is present.  Despite the evidence of many 

black children receiving largely monolingual education, many schools aim for a 

model of bilingual education, even if the amount of English input is as low as 

described by Desai (1999:179).  A working model is the one that is currently in 

operation at former white, Afrikaans-medium schools in the Western Cape (also 

known as ‘Model C’ schools).  At such schools, the numbers of learners wanting to 

be educated through the medium of English has increased to the point where they 

often outnumber the Afrikaans learners.  Here, dual medium education is in place, 

with all subjects taught either in one language or the other (except where the 

Thus, even if additive bilingual schools were in place, allowing parents to choose the 

medium of education might continue to favour English.  There are of course other 
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ways in which the ‘minority’ language in a bilingual school can be maintained, 

depending on the language teachers elect to use during school functions like 

assemblies, sports days, concerts and in maintaining discipline on the playgrounds.   

 

Ridge (1999), in a response to the latest draft policy of the Pan-South African 

Language Board (PANSALB) argues that this draft policy is at odds with the strong 

positive language attitudes expressed towards English by the majority of the 

population.  State insistence on mother-tongue education could cause  furious 

ith low support 

 support are: 

m 

t

• Languages in education can usefully be regarded as resources, not as 

obstacles to learning 

• African languages should be consciously promoted to enhance their status 

and to develop their corpus for purposes of acquisition. 

 

The study has shown, through the reported patterns of language use, self-rated 

opposition from black parents and further increase negative attitudes towards black 

languages.  As Banda (1998:11) puts it ‘...any bilingual model in South Africa that 

ignores attitudes of parents and pupils towards English is bound to fail.’ 

 

 

5.4.2 Implications for the assumptions w

The common assumptions for which this study revealed limited

• Multilingualism in South Africa (and elsewhere) is the norm, monolingualis

he exception 

language proficiency and formal/informal language acquisition, that unstable or 

transitional-subtractive bilingualism in Xhosa and English is the norm for most of the 



 

 
 209 

respondents in this study, rather than multilingualism in three or more languages.  

However, several respondents in both groups also reported differing levels of 

proficiency in Zulu and Afrikaans, which gives limited support to the assumption.   

 

The type of bilingualism exhibited by the majority of the respondents in the study 

may lead to the further growth of English as lingua franca in South Africa, even 

though Zulu performs this role in some centres.  Another consequence could be the 

entrenchment of ethnic groups within their own cultural and linguistic borders, which 

language as a resource paradigm, 

South Africa.  However, this assumption, when applied to languages in education,  

found only limited support among the respondents in the study.  On the one hand, 

they clearly saw a place for Xhosa in their school education, but on the other hand, 

they were fairly sceptical about its value at tertiary level.   

 

The assumption about the conscious promotion of African languages also enjoyed 

could have both positive and negative consequences for the establishment of one 

nation.  On the one hand, a healthy diversity of cultures and languages fosters pride, 

individual identity and democracy.  On the other hand, it could fracture the 

unification process, with the re-entrenchment of divisions created by the former 

apartheid regime.   

 

Heugh (in Mesthrie 1995:229) believes that a 

where the government recognizes the resources that a linguistic community brings to 

the nation,  can serve the needs of both the majority and minority language groups in 

only limited support.  Firstly, the evidence from the study suggests that the large 

entry level group of respondents favoured the development of all BSALs up to 
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tertiary level (64.9% agreed with the statement).  But the longitudinal respondents 

returned only low levels of agreement to this statement - 50% at entry level and 55% 

at second year level (the statement was not included at exit level).     Secondly, the 

large entry-level group was polarised on the issue of whether having eleven official 

languages was useful and practical (although the negative structure of the statement 

may have influenced this result).  The longitudinal group was polarised on this issue 

at entry and second year levels, but 55% supported the use of eleven official 

languages at exit level.  Finally, the large entry level group returned a low level of 

wangamalu (1995:89-91) lists four reasons why there is resistance in sub-

 

• ‘elite closure’ (Scotton 1990:25) with the elite favouring a colonial language 

for themselves and their children,  while advocating mother-tongue education 

for the masses 

• economic dependence and its corollary, linguicism - Africa’s continued 

dependence on Western donors automatically gives the languages of these 

donors a higher status than any indigenous language 

l

c

agreement on the importance of learning dominant regional African languages for 

employment purposes.   The longitudinal group signalled a high level of uncertainty 

on this issue, and a further 40% disagreed with the statement by exit level.  It is also 

important to remember that the large entry level group may have been influenced by 

the type of academic input they received on these issues. 

 

Kam

Saharan African countries to the promotion of African languages: 

• ethnolinguistic rivalries, such as that between Zulu and Xhosa

• anguage marketability - people can see the advantages of acquiring a former 

olonial language rather than being educated in an indigenous one. 
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Even if the South African government succeeds in its policy of promoting BSALs, 

what purpose would they serve, and how would they be used?  Would they ever be 

able to replace English in particular domains?   Heugh (1999:168) believes that ‘the 

functional use of African languages will never be fully realised whilst the conquered 

consciousness prevails and until their potential in purely economic terms is 

unmasked’.    Thus certain conditions first need to be in place, such as the rigorous 

implementation of a policy to promote multilingualism in employment and education. 

 

gs of this study: 

pment 

 Many language activists believe that the first language is the primary medium for 

cognitive development in children.  However, despite polarising opinion at entry 

level, this assumption was challenged by respondents’ rejection over time of the 

mother-tongue as the only MOI at school.   All respondents for this study came from 

the former Department of Education and Training Schools, set up specifically for 

black schools in South Africa.  This means that these respondents learned through 

  Investing in these languages may only make sense to the majority of South Africans 

if mastery of one or more African language/s becomes a pre-requisite for 

employment.   

 

 

5.4.3 Implications for the assumption challenged

One common assumption was challenged by the findin

• The first language (L1) is the primary medium for cognitive develo

 

their first language in the first four years of schooling, and from the fifth year had to 

switch to the medium of English.     
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While studies by Cummins (1977) and Skutnabb-Kangas (1988) have argued that the 

first language is the primary medium for cognitive development,  there is 

considerable contestation of their claims.    For example, Fasold (1984:321) points 

out that ‘...for every research report that indicates that mother-tongue education is 

effective, there is another one that indicates that it is not.  The consensus on the 

question of whether or not mother-tongue education works is “we just don’t know”’. 

 However, a correlation has been found between the development of literacy skills in 

to be taught successfully. 

 

 

5.5 Conclusion: The relevance of this study and the areas that need to be 

addressed in order to respond to its findings 

The relevance of this study lies firstly in its direct contribution to an understanding of 

the mother-tongue and the development of similar skills in a second language 

(Skutnabb-Kangas and Toukomaa 1976; Akkinaso 1993).   This correlation, among 

others, has led to language activists in South Africa arguing that parents need to be 

convinced that their children will learn English better if their skills in their mother-

tongues are first developed.  But the resistance to monolingual education as a result 

of its stigmatization in black communities during the apartheid years is unlikely to 

vanish, though it may change in form.  The interests of the mother-tongue might be 

served better in a bilingual school situation.  In a fully bilingual school situation, with 

adequate resources and well-trained teachers, it may be possible for both languages 

the language issues that are considered to be of greatest importance for Xhosa 

university students in the new South Africa.   These issues are 
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•  language and identity.   For these respondents, their mother-tongue, Xhosa   

was closely related to their sense of themselves and the culture and traditions 

of Xhosas in South Africa;  

• language and education.  At school, Xhosa and English were considered by 

the respondents to be the main languages of education, but at university they 

preferred to be educated through the medium of English only; 

• language and employment.  English clearly dominated in this area; 

• language and nationhood.  The study showed that the respondents favoured 

E

w

B

 

akes a contribution to the study of language attitudes and the 

contribution of the study is its analysis of change in language attitudes.   Its 

longitudinal focus on the same group of respondents over a period of three years 

makes its findings reliable and valid, despite the small size of the longitudinal group. 

 Its novel methodology of ranking attitudes over time and fleshing out the meanings 

of these rankings is another important contribution to the analysis of attitude change.  

 

nglish as the main common language in South Africa.  It also showed that, 

ith the possible exception of Zulu, they were fairly indifferent towards other 

SALs, and were either negative or indifferent towards Afrikaans.  

Secondly, the study m

methodologies appropriate for such study.  It reveals how different methods of 

analysis can lead to different results.  It also points out some of the problems 

researchers need to be alert to in constructing attitude questionnaires and in securing 

research populations for longitudinal studies.  Perhaps the most important 

Thirdly, the study also makes a case for sustained exposure to multilingual issues at 

tertiary level, as university graduates are the ones most likely to influence future 
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language policy issues.  It became clear from this study that the debates and 

discussions on multilingual matters in English 105 and Sociology lectures and 

tutorials had influenced the language attitudes of respondents, particularly those of 

the large entry level group.  There were also short-term changes in the longitudinal 

group at second year level, as well as one moderate long-term change. Respondents 

tended to disagree more with the statement I do not feel positive about other BSALs and their 

potential for further development at second year and exit level than at entry level.  The 

input respondents received may have helped many of them to question the 

to accept that attitudes towards BSALs are unlikely to change unless there is some 

system of reward for acquiring black languages.  This implies that there need to be 

greater contexts of use for BSALs.   

 

The implementation of language policy also needs to be done with sensitivity to 

people’s existing language attitudes.  For PANSALB, the greatest challenge is 

stereotypes about language with which they had entered university.  Had the short-

term attitude changes at second year level found support in broader socio-economic 

changes in the country, they might have endured. 

 

Finally, the study draws further attention to the need to acknowledge language 

attitudes if existing language policies are not to fail dismally.   It is clear from this 

study that people’s social practices may be more significant than policies and 

educational practices, and that public campaigns to change attitudes (called for by 

e.g. Alexander 1999) could turn out to be a waste of money.  Policy makers also have 

charting a way forward that acknowledges all aspects of South Africa’s multilingual 

reality.    Much needs to be done to enhance the teaching of both first and second 
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language at school, as both are clearly vital to educational advancement in South 

Africa.  Webb (1999:73-4) feels that a single generalised language policy statement 

is possibly not wise, and that, in the South African context, there is a need for 

different policies for each of the following sociolinguistic situation types - the larger 

urban areas, the smaller urban areas and the deep rural areas.  Webb goes on to 

expand on other sociological factors that need to inform policy in these areas, for 

example whether English and/or Afrikaans have strong dominant presences, whether 

there are urban varieties of African languages, Afrikaans and English, and whether 

otion of African languages as languages of learning would clearly only 

languages compulsory in schools (Plüddemann 1997:27).  Making fluency in at least 

one African language a pre-requisite for employment in certain areas might also 

enhance the status of these languages.  However, the government seems reluctant to 

commit itself to a policy of ‘compulsory regional languages’ perhaps because of 

increasing migrations from the rural heartlands of certain languages to the cities.  The 

government may also be reluctant to promote one African language over another in 

strong urban identities have developed and there is resistance to ‘traditional ways of 

life’.   Clearly, in all of these factors attitudes play a central role and cannot be 

ignored by those who plan policies and direct the implementation of such policies. 

 

The prom

work where there is one dominant speech community in a school, but (unless other 

preventative measures are in place) this may only hasten the flight of learners from 

township or rural schools to other schools where English is the main medium of 

instruction.  The most radical solution might be to make dominant regional African 

regions like Gauteng Province where there are large numbers of speakers of different 

black languages, for fear of creating inter-lingual strife and competition.   
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A more practical solution for schools with no dominant speech community might be 

the one proposed and implemented by the IiLwimi Centre for Multilingualism at the 

University of the Western Cape.  One of its recent projects (1999 to the present) has 

been the active promotion of the multilingual classroom in formerly Afrikaans 

‘Coloured’ schools in the Western Cape Province,  which has seen a rise in the intake 

of Xhosa home language pupils.  The Centre’s solution has been to present language 

awareness workshops to the teachers in these schools, and also to teach them basic 

akers need to accept the fact that the language attitudes 

 

 

 

  

communication skills in Xhosa which allow them to communicate with the Xhosa 

pupils.  This has helped to break down barriers between pupils and teachers, created 

a greater atmosphere of multilingual tolerance, and encouraged the teachers to use 

the pupils as resources (UWC Perspectives Winter 2000:21). 

  

In conclusion, policy m

expressed in this study are a ‘natural outcome of language democratization’ 

(Kamwangamalu 1995:100), with all South Africans finally being free to make their 

own choices about languages. 
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Summary 

This thesis is a study of patterns of language attitudes and language use among Xhosa home language 

speakers at the University of the Western Cape, South Africa.  Speakers of Xhosa form the largest 

speech community at the university, and the second largest speech community in South Africa, second 

only to speakers of Zulu.  The analysis of the respondents’ patterns of language use provides the 

background to the core of the study - their attitudes to the eleven official languages in South Africa: 

English, Afrikaans, Xhosa, Zulu, South Sotho, Pedi (North Sotho), Tswana, Swati, Venda and 

lthough some of the language use patterns reported in the study served as good predictors of what 

 

In particular, the study offers further proof of the dominant role of English at national level as well as 

in the lives of the respondents.    It also reveals respondents’ loyalty towards Xhosa as the bearer of 

their culture and traditions, despite their scepticism about its value in higher education.  The 

comparative ranking of the attitudes shows that many of the issues relating to other BSALs and 

Afrikaans were of minor importance to these respondents.   

 

Ndebele.  

 

A

the patterns of language attitudes were likely to be, they also offered further evidence of 

contradictions between language use and attitudes.  The hierarchy in the respondents’ ranking of 

attitudes, as revealed by the larger entry level group and the smaller longitudinal group, clearly 

reveals which language issues were important to these respondents, and these issues tend to conflict 

with or offer only limited support for what is important to particular academics and language activists 

seeking to promote multilingualism in South Africa. 
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