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Abstract

The study seeks to investigate the Incremental Introduction of African Languages (11AL)
program in relation to the teaching and learning of isiXhosa in Grade two classes. It is set to
focus on the guidelines for implementation of IIAL, in schools that did not implement African
languages in the Foundation Phase before. The complexity of multilingualism in South Africa
where African languages are given a lower status than English and Afrikaans. Furthermore, the
teaching of African languages as additional languages assumes a particular substance in my
study. The purpose of my study then is to find out the teaching strategies that are being  used
by the isiXhosa teachers in implementing IIAL to multilingual learners with different linguistic
backgrounds, and the type of support given to teachers by the Department of Basic Education
(DBE) in implementing AL, which is a new program meant to focus on the development of
African Languages. The implications of IIAL for accommodating language diversity will also be

taken into consideration.

The main theories used are Bronfenbrenner’s Ecological Systems theory (1978) and Vygotsky
Sociocultural theory (1978) that focuses on the family, economy and political structures as
factors that influence a child’s transition into adulthood. Some other theoretical pespectives are
also employed. To achieve my research objectives, | used a qualitative research design with in-
depth interviews, class observations as well as document analysis. The research participants were
teachers teaching in the Foundation Phase in the former Model C schools in the Northern
Suburbs, Curriculum Advisors as well as the Government official in the Western Cape Education
Department (WCED). In reviewing literature, | found that a lot has been done in South Africa
with regards to the teaching and learning of African languages in Higher education as well as
politics revolving the area. However, there is little that has been done on Foundation Phase
research in these areas. Presently there is no study that has looks at the implementation of 1AL

focusing on teaching and learning isiXhosa as Second Additional Language in former Model C
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Schools. It is assumed that the study will come up with more strategies and guidelines on how to

teach African languages to multilingual learners in the Foundation Phase.

KEYWORDS

Language acquisition, Foundation Phase, former Model C Schools, multilingualism, language

diversity and inclusion.
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CHAPTER 1: INTRODUCTION

1.1 Context and background for the study

This research study covers three essential, central and interrelated background contexts: the
language in education policies that promote multilingualism, the politics of language use,
focusing on how the legacy of the past laws affects the new ones and the ways in which teachers
implement multilingual teaching in schools. The study considers the constructivist paradigm
inspired by Vygotsky’s (1978) sociocultural theory in observing how learners in former Model C
Schools learn Xhosa Second Additional Language (XSAL) using on their previous knowledge

and ideas from their different language backgrounds.

Vygotsky considers education to be a specific form that has important and unique developmental
consequences. Education is not just an understanding whereby knowledge is obtained, but it

indeed an international organised activity that restructures mental behaviour (Lantolf 2008:16).

In other words, both the children’s minds and their environment play an important part in second
language acquisition of which it is XSAL in the case of this study. Nevertheless, I will
concentrate much in chapter two on issues revolving second language acquisition and

sociocultural theories cited amongst other researchers by (Ngwaru and Sivakumar 2017,
Bhatia, (2017), Compernolle 2014, Lantolf 2008, 2006, Mantero 2007).

Before I concentrate on discussions underpinning the study, | will give a brief definition of
terms. The term multilingualism is used as an umbrella term that includes both bilingualism and
multilingualism and it is devoted to the study of production, processing, and comprehension of
two and more languages, respectively (Bhatia 2017:1). In this regard, it is worth mentioning that
much of the traditional linguistic research on bilingualism and multilingual learning and teaching
are generated from amongst other models Noam Chomsky’s generative grammar (1965) that

deals with language competence rather than language use. The researchers that concentrate on

11
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structural and descriptive approaches to language learning and teaching, focussing on linguistic
structures according to the natural sequence of first language learning, are amongst others
(Jessner 2003, Cenoz 2000, Hoffmann 2000). According to Burch (2005) to concentration on
structural and descriptive approaches to language teaching and learning, is a monolingual model.
Language use according to Vygotsky’s (1978) sociocultural perspective gives an idea that
language is a social tool that we use in social settings as it acknowledges children’s language
background in teaching and learning an additional language and these researchers agree with that
view (Marécz 2014, Phillipson, Robert and Skutnabb-Kangas 2013, Garcia 2008, Lantolf 2008,
Archard and Niemeier 2004). The Ecological linguistics according to Mantego (2007) gives a
key framework in language education that goes beyond the community use. However, as | have
mentioned above, | will concentrate furthermore on this controversy of monolingual and

multilingual teaching and learning practises in chapter two.

In this study monolingualism refers to the practise of teaching and learning English and
Afrikaans neglecting the learning and teaching of African languages. At the same time
consideration is given to the aims of the National Curriculum and Assessment Policy Statement
(NCPS 2011) Grades R-12 document that aims at “equipping learners, irrespective of their socio-
economic background, race, gender, physical ability or intellectual ability, with the knowledge,
skills and values necessary for self-fulfilment, and meaningful participation in society as citizens
of a free country” (NCPS 2011:1)

The term Model C Schools is referred by Christie and McKinney (2016) as semi-private
structure used in the governance of whites only in South Africa, introduced in 1991 by the

apartheid government. These schools are now called former Model C schools.

What is noticeable is that migration of people, globalization and digital networks are factors that
influence language studies globally to focus on political, sociolinguistic and economic aspects
(Kraus and Grin 2014, Maracz 2014, Henry and Thorsen 2017, Spolsky, Inbar-Lourie and
Tannenbaum 2015).This mobility of people within countries has become a norm and these
people go along with their languages. However, in continents like Africa and Asia it is normal to
be multilingual (Phillipson and Skutnabb-kangas 2013). In these continents people speak their

own different languages because they belong to different tribes. South Africa as part of the globe

12
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has contributed to multilingual issues, including the malpractices of marginalizing African
languages (Hazeltine 2013, Kamwangumalu 2010, Heugh 2007, Bamgbose 2005, Baker 2001).

Multilingual teaching and learning have been encouraged by the South African Constitution as it
recognises languages as one of the fundamental elements in children’s education. However, the
teaching of African languages still has been accorded a lower value than the teaching of English
and Afrikaans languages (Holmarsdottir 2005 and Pluddemann 2004). Section 6 of the
Constitution states that the official languages of the Republic of South Africa are Sepedi,
Sesotho, Setswana, siSwati, Tshivenda, Xitsonga, Afrikaans, English, isiNdebele, isiXhosa, and
isiZulu, and they must be used in teaching and learning. Act 108 of 1996, Section (4) of the

Constitution reads as follows:

The national government and provincial governments, by legislative and other measures, must
regulate and monitor the use of official languages, without detracting from the provisions of
subsection (2), which reads as follows: All official languages must enjoy parity of esteem and
must be treated equally (RSA, 1996:4).

The National Education Policy Act, Section 3(4)(m), 1996 — Language in Education Policy states
that the right to choose the language of learning and teaching is vested in the individual. The
right has however, to be exercised within the overall framework of the obligation of the
education systems to promote multilingualism (LiEP 1997). The implementation of Incremental
Introduction of African Languages (ITAL) that promotes multilingualism and the protection of
linguistic rights in the schooling system is thus rooted in the constitution and reflected in the
Language in Education Policy (LiEP 1997). Due to these policies, South Africans are being
encouraged by both the government and provincial councils to develop conversational

competency in African languages (DBE 2013).

Despite the South African Language in Education Policy (LiEP 1997) that unmistakably supports
multilingual teaching, practices continue to reinforce monolingual English teaching which
disadvantages most learners (Brock-Utne 2005, Desai 2001, (Baker, 2001) as learners are
channelled to English teaching, discarding multilingual teaching and learning which could give

them a chance to use their mother-tongue languages. The language policy and planning in South

13
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Africa according to Baker (2001) is trapped in a gap between intention and performance. The
National Developmental Plan through Department of Basic Education, by implementing 1AL in
cooperation with the South African government in the post-apartheid period, responded to the
constitutional demands by engaging itself in language policy and planning aimed at promoting
language equity, supporting diversity and developing the historically marginalised African
languages (DBE 2013).

The objectives of the 1AL are to “improve proficiency in previously marginalised African
languages, raise the confidence of parents to choose languages for their children and increase
access to languages beyond English and Afrikaans” (DBE 2013:1). It is my view that the
knowledge of African languages will better enable all South Africans to participate in the
economic development by means of giving services to the African communities in their own
languages. A study by Heugh (2007) indicates that economic and educational inequalities have
not changed due to government’s practises and its disregard for the relationship between
language, literacy, social and economic development. One of the recommendations for investing
in African languages and multilingual teaching by UNESCO (2021) is that teachers should be
trained with dealing multilingualism and cultural diversity within the framework of governments
providing appropriate teaching approaches and learning materials. Considering this, Lebeloane
(2017) states that the norm to measure the educational achievement and success of African
learners on Western European capitalist culture that elevates the English language over and
above African languages should be reversed by means of decolonizing the curriculum for the

promotion of equality and social justice.

The Department of Basic Education promotes multilingual teaching in the policy documents
DBE (2013) and LiEP (1997) but there seems to be no proper guidelines as to how IIAL could be
implemented in South African Schools. The Policy documents DBE (2013) and LIiEP (1997) in
their support for multilingual teaching practices appear not to be explicit to both teachers and
governing bodies. The teacher training in multilingual teaching as well as resources are not
provided (Prosper and Nomlomo 2016). Teachers rely on their language knowledge and skills in
practicing multilingual teaching (Lenyai 2014). The teacher training needs to include preparing
teachers to understand and use best teaching approaches (Richards and Rodgers 2014).

Furthermore, Richards and Rodgers (2014) argue that the support networks available such as

14
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subject advisors, leading academics, professional bodies, and non-governmental organizations
promoting new teaching methods are crucial. The time has come for researchers to come up with
new approaches and methodologies that could replace the old ways of teaching and
accommodate multilingual teaching. There is an urgent need to address the complexity of
multilingual teaching in South African schools to redress the policies of the past of recognizing

English and Afrikaans as the languages of instruction.

Many people in South Africa speak their own indigenous languages in their homes whilst at
school they shift to English and Afrikaans. English is seen by most Africans as a vehicle of
bureaucracy and privilege (Baker 2001). This has become a drive for politicians to recognise
African languages to be used in education to promote equality of all languages (Heugh
Skutnabb-Kangas 2012). Large numbers of South African communities who speak their own
languages want to conduct all their important affairs in a language they understand (Heugh
Skutnabb-Kangas 2012). The question that Alexander (2013:1) asks then is “why should South
Africa defend its multilingual language policy and practice English dominant teaching?” This
question could be answered by the fact that although English is spoken by the minority, it is
widely used as a second language which has assumed the status of a lingua-franca, hence the
high level of bilingual and multilingual people (Hooijer, Elizabeth and Fouri Jean 2009). It is not
surprising that Hazeltine (2013) argues that although the language policy in education was

designed to promote indigenous languages, it could not stop their decline in use in schools.

Marang (2017) sees multilingualism in the Foundation Phase as something that should be an
asset rather than a barrier in the classroom. The multilingual teaching approach according to
Richards and Rodgers (2014) affects the teacher’s pedagogical values, beliefs, their
understanding of nature of second language learning, and their classroom practices and use of
teaching materials. In some cultures, a good teacher is one who controls and directs learners
whilst maintaining respect and distance between learners and teacher (Richards and Rodgers
2014). In this approach teaching is viewed as a teacher controlled and teacher directed process.
In other cultures, the teacher may be viewed as a facilitator having an ability to form close
interpersonal relations with learners (Richard and Rodgers 2014). Furthermore, Baker (2010)
argues that the introduction of second language tuition is realistic in that children draw a

language from different linguistic backgrounds. Baker (2010) and Kemp (2009) are of the view
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that multilingual learners’ learning strategies differ from those of monolingual students learning
their first foreign language in that multilingual learners could encompass other languages in

learning the second language whilst monolingual learners do not use such opportunity.

Supporting the use of different languages in class as a tool of communication, I consider the
theory of Cummins, (2016) the Basic Interpersonal Communicative Skills (BICS) and Cognitive
Academic Language Proficiency (CALP). Cummins (2016) refers BICS to a language that the
child learns in his or her immediate environment. In other words, the language that the child
learns at home, with parents, sisters, and brothers as well as in the playing grounds. CALP is the
opposite as the child learns the structure and forms of the language new language to be acquired
at school. CALP refers to the ability of the leaner to read, write and communicate proficiently in
a second language to peruse academic writings and procedures and beyond that to use the
language in decision making and social interactions. Cummins (2016) believes that when the
child comes to school, the child has already learned the language and that the school is an
extension of knowledge. [ have already mentioned above that the learners that learn Xhosa
Second Additional Language (XSAL) are coming from different backgrounds speaking different
languages. It is important for the teachers therefore to recognise their linguistic background in

introducing a new structured knowledge which is isiXhosa.

The other approach that incorporates many languages in teaching is that mentioned by Cenoz
(2017) who indicates that translanguaging implies a holistic conceptualization of bilingualism
and multilingualism and is understood as part of an emerging paradigm in the study of bilingual
and multilingualism language acquisition. Researchers who have engaged themselves in
bilingual and multilingual teaching are (Msakha and Hurst 2017, Cenoz 2017, Makelela 2016,
Garcia 2014, Baker, 2001). These researchers express the view that multilingualism in
communication could be a tool of shifting from one language to another in learning in class.
They believe that education could be meaningful if learners could use many languages in

learning and that teachers need to use translanguaging as a tool.

The other term that has been used in describing use Multilingual Language Teaching (MLT) is
“code-switching”. Code-switching is explained by Songxaba, Coetzee, Jacob and Molepo (2017)

as a situation where bilingual learners shift from one language to the other in the same
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communicative situation. The speakers in codeswitching must be proficient in both languages to
switch from English to isiXhosa as stated in the study of Nangu (2006). Codeswitching is not a
new phenomenon in the South African schools. South Africans are multilingual, and they use
different African languages including English and Afrikaans. In my observations I will identify
what strategies do teachers in implementing ITAL. The use of learners’ background knowledge
about their home-communities, experiences, and local and global environment in facilitating
teaching and learning in multilingual classes has been encouraged by Garza, Esther, Arrenguin
Anderson and Marica Guadalupe (2018) even in the teaching of content subjects.

My study aligns itself with the multilingual practices that promotes teaching in more than one
language in implementing ITAL to be able to switch between languages. The African learners

cannot be multilingual if they use English or Afrikaans in class excluding African languages,

hence the implications of I[TAL in accommodating language diversity in schools need to be

explicitly explained to schools by the Department of Basic Education.

The aims of this study therefore, are to answer the research question: How is IIAL implemented
in the former model C schools? The Ecological Systems Theory by Bronfenbrenner are used to
understand how language use in class is being influenced by environmental factors such as
family, teachers, peer group, teachers, media, cultural values, and others. | envisage that through
the findings of this study, the government will be able to come up with appropriate multilingual

teaching strategies in a South African context.

1.2 Problem Statement

It seems that no support has been given to teachers to deal with the multilingual education in the
Western Cape schools (Kotze and Vander Westhuizen 2017). The present study is predicated on
the view that teachers, the governing bodies, and the heads of divisions should be aware of the
implications of IIAL and its policies. The stakeholders should be given guidance and support in
implementing the policy as well as training of the teachers in dealing with language diversity in
schools. Mashiyi (2011) mention that the delivery of the lessons depends on the understanding of
the Language in Education Policy by the teacher. To determine the level of support required,

consideration should be given to the needs of the learner, competency of the teacher, readiness of
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the school and the education system (Kotze and Vander Westhuizen 2017). The research done

gives the understanding of the teachers on implications of 1AL and the explicit to them.

I have mentioned above that Prosper and Nomlomo (2016) indicated that teachers are not trained
to deal with multilingual teaching. Even the Non-Governmental Organization (NGO) “Word
Works” in the Foundation Phase seminar held at UWC on the 31 October to 1 November 2018
did not have a clear strategy on how to train teachers to implement multilingual teaching in
classes (foundation Phase workshop (31.10.2018-01.11.2018). Furthermore, there seems to be no
clear guidelines in the 1AL policy document on what the implications of teaching Xhosa Second
Additional are and how it will be taught, as the trend in some former Model C schools in the
Western Cape Province was to offer First Additional to isiXhosa mother tongue speakers. It is
stipulated in the I1AL policy document of June 2013 that isiXhosa First Additional language
should be taught in Grade | and the target schools for the implementation are those schools that
are not offering a previously marginalised official African language. The Western Cape
Department of Education did not consider teaching isiXhosa First Additional Language instead
in instructing 1AL in schools they have chosen Xhosa Second Additional Language. The
isiXhosa Second Additional Language is in a lower level than Xhosa First Additional Language
(XFAL). The study therefore is compelled to investigate the XSAL in these schools that is being

offered.

The requirements of Xhosa Second Additional Language (XSAL) according to Revised National
Curriculum Statement Grades R-9 are that learners should be able to communicate confidently
and effectively in the target language. The learner should also read and view the information
with enjoyment and respond critically to cultural and emotional values (Curriculum Assessment
Policy Statement 2011). Learners should be able to use sounds, words and grammar of the target
language whilst recognizing their home language in teaching and learning especially in the
Foundation Phase where learners learn to read and write (RNCS 2002). Moreover, Curriculum
Assessment Policy Statement (2011) gives an additive approach to the promotion of
multilingualism that explicitly states that learner’s home language should be used in learning and

teaching in school whenever possible.
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Without proper guidelines from the Department of Basic Education on how 1AL should be
implemented in teaching and learning Xhosa Second Additional Language to children in former

Model C schools, these outcomes will never be achieved.

The techniques of storytelling and singing in isiXhosa, which could promote the vocabulary of
learners for example are different from those of English and Afrikaans in that the tone in
isiXhosa can determine many things in one word or a sentence. There could be that lack of
knowledge of isiXhosa language and what is happening in the class by the principals and
governing bodies makes them not to be able to provide necessary support to the teachers. Lack of
knowledge can also promote negative attitudes towards the implementation of Xhosa Second
Additional Language. The Department of Basic Education recognizing the historically
diminished use and status of the indigenous languages of the people, felt that former model C
schools must take practical and positive measures to advance the use of African languages. The
notion comes from the South African Constitution that recognises languages as one of the
fundamental provisions in children’s education. Even though inclusion of multilingual teaching
and learning of African languages in the education system had been a focus for many researchers
(Alexander 2013, Nomlomo 2013, Brock-Utne 2012, Holmarsdottir 2005) South African schools
are still resisting implementation of Language in Education policy (1997). The number of the
schools that were implementing IIAL in 2017 according to the Department of Basic Education
document (DBE2017) in the provinces mentioned above is 973, whereas the target was 3 558.
This shows that there is still amongst other factors a negative attitude towards implementation.
Although the intentions of the policy are good, the teacher education programs had not
recognised indigenous languages in advancing the pedagogy of teaching in multilingual
classrooms (Baker 2001). Multilingual education practices need positive attitudes of stakeholders

to all languages to give an inclusive schooling culture (Kraus and Grin 2014).

1.3 Research Questions

The main aim of this study is to answer my main research question (MRQ): “How is 1AL
implemented in the former Model C schools?” Generally, the study looks at the role played by

sociolinguistic factors such as Language in Education Policy, politics that influence language
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attitudes and language practices in multilingual societies in schools implementing I1AL as well
as the practices of implementing teaching and learning of Xhosa Second Additional Language to

learners with diverse cultural backgrounds.

In order to answer my MRQ, | propose a set of sub-research questions (SRQ) which I believe can

help me address its key component parts as shown below:

e What are guidelines for the implementation of 11AL?
e What teaching strategies are used in the of implementation of 11AL?
e What is the teacher support given to teachers to implement 11AL?

e What are the implications of IIAL for accommodating language diversity?
The specific objectives of my study are to:

e examine and analyse 1AL and relevant policies,
e observe and identify the teacher support given to teachers in the implementation of 1AL,
e observe the teaching strategies used by teachers in implementing 1AL,

e determine the implications of IIAL in accommaodating language diversity in schools.

1.4 Significance of the study

1.4.1 The review of the language policy

It is envisaged that the findings will influence the Department of Basic Education to look at the
ways of assisting the teachers in implementing multilingual teaching by giving them clear
guidelines on how to teach second languages to diverse classes. The review will make sure that
the policy documents comply with what is happening in schools to ensure that teaching is
happening in a correct way. It is hoped that the review will change the practices of the past of
using monolingual teaching and take into consideration the proper strategies that could be in

place in teaching multilingual classes.

1.4.2 Development of African Languages

African Languages in former Model C Schools need to be promoted so that children from those
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schools could grow up with an African language and that they could develop the terminology of
isiXhosa. As we are grooming the learners of the 21st century, it is important to change the
negative attitudes towards African languages as they can be used as languages of technology as
well. It is envisaged in this study that resources in the former Model C schools will not be
pressured into ensuring the development of English and Afrikaans only, but isiXhosa also could
be more resourced through recommendations on this study. The challenges facing the
implementation of Xhosa Second Additional Language (XSAL) will be highlighted and the

Department of Basic Education will be informed of such challenges.

1.4.3 Promote multilingual language use awareness

South Africans have a right to promote the teaching and learning of additional languages whilst
at the same time recognizing the importance and utility of their own languages. The right for
South African schools and communities to use home languages and additional languages in

teaching their children in the Foundation Phase 1s based on the following documents:

e The constitution of the Republic of South Africa Act 108 Of 1996, Section 6 (4) (RSA,
1996)

e National Education Policy act, 1996 (Act 27 of 1994) (DOE, 1996).

e Language in Education Policy (DOE, 1997)

e Western Cape Language Act, No 13 of 1998 (Premier for the Western Cape Province,
1998) (PWCP)

Although these documents were published years ago, there is no move made by the parents to
demand multilingual education for their children. The reason maybe that they are not aware of
these documents and how the South African government has given the right to choose the
medium of education for their children. It is envisaged in this study that parents and other
stakeholders in schools through the Department of Basic Education will become aware of the

importance of multilingual teaching for their children and their language rights as well.
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1.5 How does the study contribute to the development of African Languages?

The researchers Prah (2018), Wolff Ekkehard (2017) and Hazeline (2013) in different aspects of
multilingual teaching and learning during post-colonial period, dwell much on the colonial
historical background and how African languages were not given a chance to develop and how
Language in Education Policy after the 1994 elections have been influenced by these previous
policies. These studies did not look at Second Additional Languages as one of the strategies to
the development and utility of African languages. These researchers have not noticed that
students and parents must see and experience that teaching of African languages as Second
Additional languages, in the same manner as teaching of English as a First Additional Language.
As these languages are taught concurrently, the stakeholders will notice that every language is
important. The AL came as a solution to the problem; therefore, the implementation should be
proper. Most studies have been conducted on higher levels of Education. However, few
researchers including Makhwathana (2017), Mahlo (2017), Prosper and Nomlomo (2016),
Mbatha (2014) considered teaching of African languages in the Foundation Phase. In reviewing
the literature, | could not find any published study that have investigated Incremental
Introduction to African Language program in relation to the teaching of Xhosa Second

Additional Language yet, hence the present study will fill that gap.

1.6 Ethical concerns in the study

Patton (2002) states that ethical concerns in educational research can place researchers in moral
predicaments that may appear irresolvable. In this study the informants were guaranteed
confidentiality and freedom of expression. All informants signed a consent form, which
explained the aims of the study. Accordingly, no names are included in this thesis. The
participation in the study was voluntarily. Permission to do research was obtained from Western
Cape Department of Education. Also, the schools and classes where observations were carried

out, are anonymised.

In view of the data collected and the anonymity of informants, schools and classes, all necessary
ethical considerations are respected in the study. Ethical clearance for the research was granted

by the University of the Western Cape
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1.7 Organization of the study

This study consists of six chapters with an introduction, sub sections and conclusion.

Chapter 1 is a general Introduction and background to the study. It consists of Problem
Statement, Research Questions, Significance of the study, contribution of the study to African

Languages development and the organization of the study.

Chapter 2 contains definitions of the terms multilingualism, Foundation Phase, language
identity, exclusion, and inclusion as well as Model C Schools. Here also the focus is on
Language Policy in South Africa as a heading with subheadings language identity, mobility and
inclusion in teaching and learning of African Languages in the Foundation Phase, the complexity
of multilingualism in South Africa whereby African languages are given low status than English
and Afrikaans. Attitudes of parents and students towards Xhosa learning, Challenges facing
language teaching and learning in the Foundation Phase, First language and Second language

acquisition.

Chapter 3 presents the theoretical framework which is predicated on Bronfenbrenner’s
Ecological Systems Theory (1978), Vygotsky’s Sociocultural Theory (1978), Cognitive
Development and Second Language Acquisition theories explained in Margison and Dang
(2016), Cummins (2016), Van Compernolle (2014) as well as Lantolf (2008 and 2006). The
study focuses especially on the controversy of bilingualism and multilingualism as a field of

study.

Chapter 4 consists of the research methodology, the research design, data collection methods, the
sample for interviews, observations, and document analysis. It also discusses issues of
delimitations and limitations, validity and reliability, construct validity, internal validity and

external validity.

Chapter 5 discusses the data gathered from teacher responses, subject advisor’s responses,
responses from the Department of Education officials. The analysis will also cover documents

from the Department of education including 1AL document.

Chapter 6 consists of conclusion, recommendations as well as further research.
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CHAPTER 2: LITERATURE REVIEW AND
CONCEPTUAL FRAMEWORK

2.1 Introduction

My study seeks to investigate Incremental Introduction of African Languages (IIAL) in
conjunction with the teaching and learning of Xhosa Second Additional Language (XSAL). The
main purpose is to look at the strategies used by teachers when implementing 1AL, the support
given to teachers to implement IIAL and the implications of 1AL for accommodating language
diversity. | mentioned in chapter one that my study covers three essential, central and interrelated
background contexts: the language in education policies that promote multilingualism, the
politics of language use and the legacy of the past laws that affects the new ones, and the ways in
which teachers implement multilingual teaching in schools. | also indicated that my study
considers the constructivist paradigm inspired by two theories: Bronfenbrenner Ecological
Systems theory (1978) and Vygotsky (1978) sociocultural theory. The literature presented here
therefore will cover these three interrelated topics with the focus on second language acquisition.
The reason for this is that XSAL introduced to grade 2 classes through 1AL will be considered
as an additional language to the learners in former Model C schools. These learners come to
school having acquired their mother tongue languages at home. The second language learnt at
school is an extension of what they possess already. Because XSAL is an additional language, |
assume in this study that after learners have acquired the language, they will be bilingual or

multilingual.

Firstly, 1 will discuss bilingual and multilingual language teaching and its attendant learning
perspectives with special reference to Language in Education Policy (LIiEP 1997), Revised
National Curriculum Statement (RCNS 2002) and Western Cape Language Act, No 13 of 1998
(Premier for the Western Cape Province, 1998:1) (PWCP). Secondly, | will focus on

implications of language diversity and inclusion in teaching and learning second languages.

24

http://etd.uwc.za/



Thirdly, I will discuss the strategies used by teachers in teaching second language with special
reference to Krashen’s (1985) input hypothesis, Gardener’s (2010) motivation theory,
Vygotsky’s (1978) sociocultural theory and National Curriculum Assessment Policy Statement
(2011Grades R-12. Fourthly, I will look at language acquisition considering the linguistic and
sociocultural views. I will conclude the chapter by making a brief summary of what is presented

the chapter as a whole.

2.2.1 Language in Education Policy in South Africa and its implementation

I will discuss below the key issues of politics of language whereby African languages were given
a lower status than English and Afrikaans, the teaching of African languages in the Foundation
Phase, Incremental Introduction of African Languages (I1AL) program, the complexity of
multilingual language teaching and learning in South Africa, attitudes towards African languages
as well as challenges facing language teaching and learning in the Foundation Phase. These
discussions are relevant to my study in order to formalise my main arguments related to the topic
of investigating Incremental Introduction to African Languages (I1AL) program in former Model
C schools in the Western Cape Department of Education. IIAL implementation implies that the
language of oppression can be turned around into a language of liberation by using African
languages in the state documents in South African schools. Democracy needs to be practised in a
language that the members of society speak and understand, not using the foreign language.
When society does not use the language of its state, delivery of the goods and services to that
society is impaired, the state fails in one of its most important responsibilities and cancels out a
central reason for governing and administering. The learners in former Model C schools are the

administrators of tomorrow, therefore it is important for them to learn African languages.

2.2.2 Teaching and learning of African languages in South Africa

South Africa is experiencing an increased immigration after the ANC government took over the
governance of the country. Immigration to South Africa is mostly from other African counties
like Nigeria, Congo, Mozambique, Zimbabwe and all over the world. People from these
countries bring with them their children. There is also migration within provinces, e.g. Western
and Eastern Cape, for work and education purposes. Some relocate from rural to urban areas

because they want proper sanitary services, good health, or for family reasons, others seek better
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areas because of the middle-class style of living. This perpetuates movement from townships to
urban areas. In this movement there are many languages that are being spoken as mother tongues
by both parents and children. These languages are Swahili by those who come from North and
East Africa, and the South African languages.

The children of these Africans who are at the Foundation Phase speak African languages at home
but at school they are automatically channelled into English and Afrikaans as the medium of
instruction by the former Model C schools. Learners who happen to live in townships learn
through an African medium of instruction from Grade R-3 and as suggested by the Department
of Education, they must shift to English as the medium of instruction at Grade 4. The use of
English and Afrikaans as mediums of instruction in schools could be seen to be against the South
African constitution that gives the citizens of South Africa a right to be taught in their own
languages. IIAL therefore seems to fill the gap between teaching African language from Grade 4
to Grade 12 to the African mother tongue speakers while at the same time it opens an
opportunity for non-African speakers to learn African languages as it focuses on teaching
African languages to all learners from Grade 1 to Grade 12. The languages of multilingual
learners who are in these former Model C schools need to be included in teaching Xhosa Second
Additional Language, hence this study argues that teachers need to be skilled to teach
multilingual classes in the Foundation Phase. The Department of Basic Education therefore
needs to empower these teachers with necessary teaching approaches which could cater for
language diversity.

The Department of Basic Education aims to teach African languages from the Foundation Phase
through AL so that the learners can grow up with the language (DBE 2013), including their
own languages in learning isiXhosa as their second or third language. If learners are being
introduced to isiXhosa, they can easily switch from isiXhosa to English as well as Afrikaans in
learning in class. This could break the monolingual English teaching and learning practised in
former Model C schools. Strauss (2016) states that code-switching and translanguaging are
helpful tools in bilingual and multilingual educational settings, whereby learners switch from one
language to another when speaking in class. Strauss also found that teachers and learners are
using these strategies, regardless of the educational policy which favours the monolingual

English teaching approach and recommends that they should be part the policy. I believe that
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learners in the Foundation Phase could draw knowledge from their home language environments,
including ideas gathered in English as the medium of instruction when starting new language, i.e.
isiXhosa. These arguments lead us to the core of this study that is to find out how AL is
implemented. Accordingly, my observations in IIAL implementation in Grade 2 classes will

focus on these.

2.2.3 Incremental Introduction of African Languages (I1AL) program

1AL is a pilot program by the Department of Basic Education (DBE 2013:471). This is a
strategic plan based on The National Development Plan (NDP) that states that “since many non-
African language speakers do not speak any African language, they are encouraged by the
government to develop conversational competency in African languages to promote
understanding and social cohesion”. The purpose is to encourage those whom an African
language is not their mother tongue to develop at least conversational competency in one of the
African languages. Thus, the Department of Education through AL stimulates that the
government and the society should celebrate and implement this multilingualism (DBE 2017).
Knowing each other’s languages can play a profound role in promoting and development of

social interactions.
The objectives of Incremental Introduction of African Languages (I1AL) are to:

e improve proficiency in previously marginalised African language

e raise the confidence of parents to choose languages for their children

e increase access to languages by all learners beyond English and Afrikaans by requiring
all non-African home language speakers to learn an African language

e improve proficiency and the utility of African languages at First Additional level

e improve proficiency in African languages at home language level, so that learners can use
their home language properly.

e promote social cohesion and economic empowerment and expand opportunities for the
development of African languages as a significant way of preserving heritage and culture
(DBE 2013)
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The Department of Basic Education targeted that the period 2017 to 2019 to be used by schools
that do not offer an African language to introduce previously marginalised African languages.
The target was to reach 3 558 public schools across all grades by 2029. The breakdown of the
schools per province that were not offering an African language (illustrated in (DBE 2017) are as

follows:

Province Number of Schools
Gauteng 682
Kwazulu-Natal 686
Mpumalanga 184
Eastern Cape 504
North West 260
Northern Cape 29
Free State 147
Limpopo 249
Western Cape 817
Total 3558

1AL was piloted in Grades 1 and 2 in 264 schools in 2014 and across all provinces in 2015.
Although the number grew to 814 schools in 2016, which constitutes about 23% of total
applicable schools, there was still a room to include more schools (DBE 2017). The number of
schools continued to increase to 973 in 2017, which is about 27% of the schools set to implement
the IIAL program. The percentages below show the implementation of the IIAL program in
schools in 2017 taken from the DBE (2017) document.

Free State joined in 2015 and is estimated to 29%

e Limpopo is left with 5 schools to reach 100%

e Northern Cape implemented I1AL in 27 schools out of 29, the target is 114 in 2018

e Eastern Cape 27%, Gauteng 36%, North West 19%, and KZN 26%, this indicates that the
implementation is less than 50% in these provinces (DBE 2017)

e The Western Cape 1% and Mpumalanga 2% are a great concern
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1AL was planned to be implemented incrementally from Grade 1 in 2018 and in subsequent

years until grade 12 in 2029 (DBE 2017). The implementation was targeted from phase to phase

as follows:

Phase Grade R-12 Grade Year

1 Foundation Phase Grade 1-3 2018-2020
2 Intermediate Phase Grades 4-6 2021-2023
3 Senior Phase Grades 7-9 2024-2026
4 FET Phase Grades 10-12 2027-2029

The Department of Basic Education had to implement the Incremental Introduction of African
Languages in Grades 1 and 2 although there were challenges, “which include an inadequate
number of schools willing to participate in the program, incompetent teachers in teaching
African languages as well as negative attitudes and misconceptions about African languages
being inferior in the globe” (DBE 2017:1). In the Western Cape Province where my study will be
conducted, the schools involved in the project were to offer isiXhosa Second Additional
Language in Grade I. The schools were those offering E