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ABSTRACT 

Multilingualism is globally inevitable, yet learners are still subjected to monolingual English 

and Afrikaans assessment practices. Despite South African policies advocating for 

multilingualism, monolingual ideologies are still hindering education in South African public 

schools (Makalela, 2017). This context prompted this study to investigate meaningful ways in, 

which multilingualism can be used as an intervention strategy for teaching and assessment. The 

study was conducted within the qualitative research paradigm and adopts a formative 

intervention case study that is underpinned by the Cultural Historical Activity Theory (CHAT). 

This case study draws on Sen’s capability approach (CA), which advocates that a person can 

expand capabilities and achieve if the relevant resources are provided.  

Purposive sampling was employed to select participants in two Grade 10 classes in a Western 

Cape school. Teachers, learners, and parents were the main participants. Individual and focus 

group interviews, qualitative questionnaires, document analysis, and classroom observations 

were used to collect data. The CA and CHAT were used to analyse the data. The key findings 

emanating from the study show that isiXhosa learners are undeniably placed at a disadvantage 

in Afrikaans Home Language classes as learners’ home language is often disregarded as a 

resource for meaning making due to a lack of clarification on the policy. Teachers’ capabilities 

or lack thereof, and the perception of what is condoned by policymakers to engage in language 

practices such as translanguaging, combined with the teachers’ attitudes towards isiXhosa 

learners’ language use, are one of the major factors highlighted in the study. These findings are 

important for social justice because isiXhosa learners have less freedom because of their 

teachers’ skills and attitudes. This makes it harder for isiXhosa learners to do functionings that 

are important to them and will help them move up in society. The study highlights that the 

capability approach, usually used in the economic domain, can be applied in social science, 

specifically in the field of language studies. 

Keywords: monolingualism, multilingualism, translanguaging, meaning making, assessment, 

formative intervention, capability approach, cultural-historical activity theory 
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CHAPTER ONE 

INTRODUCTION 

1.1 Introduction 

Multilingualism has been a topic of interest globally for many decades. In South Africa, there 

seem to be ideological clashes between advocacy for multilingualism and the reality of 

monolingual practices in educational provisions. This chapter introduces this study by 

providing background and rationale and outlines the research problem and research questions 

used to address the phenomenon. It further briefly explains the theoretical entry point used in 

the study as well as the methodological tools used to gather data. The context of the research 

site and the researcher’s position are explained to provide an overall picture of the study. 

1.2 Background and Rationale of the Study 

One of the main challenges of the 21st Century is the unavoidable and contentious nature of 

multilingualism throughout the whole world. On the one hand, there is movement of people 

from their original places to other places because of globalization. On the other hand, the 

achievement of democracy in many parts of the world has redefined language policies to 

accommodate languages that were marginalized or not there before. As an illustration, India 

has a Three-Language Formula (TFL), which includes Hindi, English, and any other Indian 

languages such as Tamil, Gujerati, Punjabi and Urdu and Bengali. India was previously under 

British colonialism and English was the medium of instruction.  

The introduction of TFL was introduced to show their independence from Britain (Hornberger 

and Vaish, 2009). Singapore’s bilingual policy of English and mother tongue such as Malay, 

which is the national language whilst Mandarin and Tamil are the co-official languages. In 

Belgium, the official languages are Dutch, French and German. However, most recently there 

are steps taken to include the use of the Turkish language in schools (Jordens, Van den Branden 

and Van Gorp, 2018). These countries have similar ideas on promoting nation building through 

linguistically diverse multilingual populations. Yet, they differ from the Euro-American 

models, which adopt only one dominant language (Hornberger and Vaish, 2009).  

In South Africa, multilingualism is the norm and takes on many forms (Simonsen and 

Southwood, 2021, p.13).  The context of South African children is different from the kinds of 
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multilingual contexts experienced by the countries above and Norway as an example. Unlike 

Norway, English is the predominant and preferred lingua franca in most South African schools 

(Simonsen and Southwood, 2021, p.16) although spoken as a First Language by only 8% of the 

population (Statistics South Africa, 2018b). 

Since the achievement of democracy in South Africa in 1994, there were many steps taken to 

redress the imbalances of the past in relation to official languages. As a result, the Language in 

Education Policy (LiEP) proclaims linguistic pluralism to uplift the status of the 11 official 

languages (Jez, 2017) to redress the bilingual practice of only English and Afrikaans (Webb, 

1999). Despite South Africa’s explicit advocacy of multilingualism, many school practices 

seem to disregard multilingual advocacy due to monolingual biases (Guzula, McKinney and 

Tyler, 2016). Both the Constitution of SA (1996) and the South African Schools Act (1996) 

advocate for multilingualism in recognizing that children have a right to learn the language of 

choice in the 11 official languages (Jez, 2017).  

Even though the LiEP allows learners to be taught in one of the 11 official languages, English 

and Afrikaans are still viewed in SA as the languages of business and political economy 

(Probyn, 2009). In the Western Cape, where this study is located, there is still a growing 

preference for English and Afrikaans despite isiXhosa being the third official regional language. 

Exposed to this situation in her school, the researcher noted that many IsiXhosa parents 

preferred sending their children to Afrikaans schools because of the political economy that is 

associated with Afrikaans in the area.  

The selected research site is a parallel school in the Helderberg area of Cape Town, Western 

Cape where both Afrikaans and English are used as Languages of Learning and Teaching 

(LoLT). Six classes are Afrikaans Home Language except for only one English class in Grade 

10. This means that isiXhosa learners receive Afrikaans as their home language. The school is 

situated in an industrial area and is ranked as a Quintile 4 school. However, the socio-economic 

status of the school is far lower than the Western Cape Education Department (WCED) 

classification because most of the learners attending the school come from townships and are 

transported by means of busses. The information gathered by the school during 2020 indicated 

that many learners come from very poor socio-economic backgrounds and are dependent on 

social grants and are supported through sponsorships for their schooling. 
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Many learners at the school speak isiXhosa in most cases, especially among their peers. The 

school accepts learners coming from Congo and Zimbabwe who are also taught in Afrikaans, 

the school’s LoLT. The paradoxical situation is that most learners are isiXhosa speaking, yet 

they are enrolled in an Afrikaans predominantly home language school. Surprisingly, these 

learners pass three neighbouring isiXhosa- dominant high schools offering English as LoLT 

and isiXhosa as an HL subject to come to this school that does not have an isiXhosa teacher on 

site to support them. Parents and learners prefer the school in question because they believe that 

Afrikaans and English can give opportunities in the world of work. The school was known for 

its culture and academic excellence for more than 60 years. However, this picture changed in 

recent years because the school was classified in 2018 and 2019 as a low-achieving school as 

the school achieved a matric pass rate below the provincial benchmark of 65% and in 2020 and 

2021 the school’s results dropped below 50%.  

Even though it is arguable that the school’s literacy and numeracy results, as well as their 

general academic performance, are influenced by the learners’ vulnerability to their immediate 

circumstances such as their socio-economic circumstances, use of substances such as dagga and 

their parents’ inability to speak the chosen language of Afrikaans. Consequently, this impacts 

learners’ results and academic performance in general. As I previously taught Grade 10 AHL 

at the research site, I witnessed the challenges of isiXhosa learners, especially during 

assessments. This prompted me to embark on the research journey.  

Research in South Africa indicates big gaps in terms of policy formulation and policy 

implementation on the one hand, and the use of learners’ home languages in achieving 

epistemological access or quality education, on the other hand (McKinney and Tyler, 2019). 

These researchers document examples of isiXhosa learners who migrated from township 

schools to former Model C schools where they got exposed to English and Afrikaans. Despite 

physical access to these well-resourced schools, these learners get limited or no access to quality 

education. This is an unfreedom imposed on learners because learners will not be able to 

achieve functionings important to them to experience their desired lives as discussed in Chapter 

Two (Sen, 1999).  Unfreedoms in this context refer to the learner’s inability to access quality 

education because they are hindered by factors such as language barriers beyond their control. 

The selection of LoLT is a contentious issue in South Africa and highlights the need to consider 

social justice transformation in education in South Africa.  
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Kajee (2018) refers to social justice as breaking the cycle of oppression and barriers to social 

mobility by examining systems of power and privilege, which ultimately build fair and just 

relationships between individuals and society. For the South African education system to ensure 

equality and quality in education for all, there is a need to redress the undefined salient factors 

and weaknesses such as bi- and monolingual practices (Taylor, Fleisch and Shindler, 2007). 

Social justice and equity can thus not be achieved if the education system does not provide a 

clear passage for a variety of languages (Heugh, Prinsloo, Makgamatha, Diedericks and 

Winnaar, 2017). This background suggests an ideological clash between advocacy for 

multilingualism and the reality of monolingual practices in SA education.  

Teaching, learning and assessment situations in SA remain a challenge because it is often 

misrepresented in post-colonial multilingual spaces. After all, teachers are sceptical to use 

alternative strategies because they are viewed as illegal practices due to a lack of recognition 

on policy level (Heugh et al., 2017). Multilingualism is still suppressed as schools continue to 

model ideologies of the imperial powers of the elite monolingual speakers. In the case of 

African nations that adopted a language education policy where one language is often 

determined by the most demographically or politically powerful one among many such as in 

South Africa in the Western Cape where Afrikaans, English and isiXhosa are the dominant 

languages, was used in the first three to four years of instruction (Bunyi and Schroeder 2014).  

After this most schools are encouraged to follow an early exit model of bilingualism where 

children change from ‘Home Language’ (HL) instruction in Grade R to Grade 3, to English or 

Afrikaans as the LoLT from the beginning of Grade 4 (Guzula, McKinney and Tyler, 2016, 

p.2013). Learners moving to higher grades must adapt to the chosen medium of instruction in 

schools, which is in most cases English. The reality is that there are no schools in SA that offer 

African languages beyond Grade 3 and is mis conceptualised by teachers in the study that states 

that learners can go to neighbouring schools that can accommodate their mother tongue 

languages. 

Exposure to one dominant language, which is often not the native language of the learner could 

not only impact the meaning making process but on learners’ results, which could fuel school 

dropout. Dropout rates and high failure are linked to “widespread sudden transition” to 

monolingual English education after 3 years of schooling in the home language, which offers a 

narrow skills-based conception of literacy and pedagogy (Albertyn and Guzula, 2020). Even 
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though the Curriculum Assessment Policy Statement (CAPS) [Department of Basic Education 

(DBE), 2011a, p.8] advocates that language learning should include all the official languages 

and can be offered at different language levels, teachers are not comfortable using 

multilingualism as a teaching strategy or teachers are not equipped or the practices are not 

allowed by the head and School Governing Body of the school. However, the LiEP 1997 states 

that: 

In determining the language policy of the school, the governing body must 

stipulate how the school will promote multilingualism through using more 

than one language of learning and teaching, and/or by offering additional 

languages as fully-fledged subjects, and/or applying special immersion or 

language maintenance programmes. 

The above statement makes provision not only for the traditional dual medium 

English/Afrikaans schools that used both languages in the same class but also for any languages 

to be combined for example Afrikaans/isiXhosa bilingual instruction, translanguaging using 

more than one or two languages. The challenge is in most cases the SGBs or departmental 

officials are not aware that multilingualism should be promoted in schools. This gives rise to 

the following question: if monolingual policies are threatened by multilingual populations in 

South Africa, why are we still operating as a monolingual society?  

Current SA assessment also shies away from multilingual strategies by modelling bi- and 

monolingual terms similarly to teaching and learning. The legacy of apartheid thus remains 

evident in exam settings as the official bilingualism of English and Afrikaans is illustrated in 

matric content subjects where both language versions are in the same booklet in a co-languaging 

format (Antia, 2018). The Progress in International Reading Literacy Study in 2016 portrays 

SA as the lowest-achieving country out of fifty countries with 78% of SA’s Grade four learners 

not reaching the international benchmark (Howie, Combrinck, Roux, Tshele, Mokoena, and 

Palane, 2017). However, it is not clear what measurement tools were used to determine the 

results. One questions the validity of the results because the language of the examination is 

often disregarded as being one of the contributing factors. As mentioned above, assessors 

silently ignore that monolingual assessment practices could potentially be one of the main 

factors contributing to the rise in poor results for Grade 4 and all other grades.  
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Neglecting to acknowledge that lack of meaning making in language, in a foreign language 

could be detrimental to the passing of learners in any grade, seems to alert us to the continuation 

of social injustice in South Africa. For this reason, multilingualism should not only be promoted 

on paper but should be executed in the classroom and assessment practices. Antia (2018) adds 

that the release of matric results reflects the poor state of national education and links the dismal 

matric results to the monolingual regime, which is infrequently acknowledged as one of the 

contributing factors on the side of the learners. Yet, assessment practices assume that learners 

are monolingual speakers. The reality is that no school in SA offers isiXhosa as LOLT and it is 

impossible to write matric in isiXhosa because the exam papers are only offered in English and 

Afrikaans. This study sees the favouring of monolingualism in assessment as detrimental to the 

achievement of non-native speakers of the examination language, ultimately limiting their 

opportunities to succeed. 

The introduction of the socio-political perspective of assessment changed from being a 

measurement tool to a determining powerful device within a broader social, political and 

economic context in, which they operate (Marshall, 2017). Assessment practices are regarded 

as an integral part of academic achievement (Aboulsoud, 2011), but it is imperative that 

assessment should be developed to recognize multilingual practices to support learning. There 

is a lot of research indicating that monolingual ideologies and testing are linked to the 

multifaceted challenges of assessment, which often affect the academic performance of 

linguistically and culturally diverse students (Antia, 2018).  

Many learners are continually labelled as inadequate bilinguals who have not yet mastered 

English or Afrikaans (Guzula, et al., 2016). Moreover, there is a challenge in the SA schooling 

context where the average learner who wants to “succeed in achieving a Grade 12 or 

Matriculation school leaving qualification” must at least be bilingual (Guzula, et al., 2016, 

p.211). Monolingual bias is an educational hindrance for multilingual speakers because the 

monolingual ideology still prevails in curriculum policies, teaching practices, assessment, and 

material development (Makalela, 2017). The LiEP alerts us to an alarming gap between 

monolingual practices forced to incorporate multilingual practices in pedagogy and the lack of 

multilingual approaches in assessment and evaluation measures (Schissel, Leung, López-Gopar 

and Davis, 2018). 
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The researcher argues that multilingualism should not only be acknowledged through 

pedagogical practices in the classroom but must be accompanied by relevant multilingual 

assessment approaches and evaluations during assessment. Multilingual classroom practices 

cannot be developed in isolation from multilingual assessment practices. The researcher argues 

that assumptions informing multilingual policies are wrongly premised. This study, therefore, 

aims to explore opportunities for using isiXhosa as a resource of meaning making to assist 

isiXhosa learners with AHL as a subject. Sibanda (2019) recognizes that mother-tongue 

instruction has potential benefits for multilingual learners, but it remains a challenge for 

policymakers in SA. The reality is that parents choose the LoLT based on the perception of the 

prestige of the language. In the case of this study, there is a preference for Afrikaans by non-

Afrikaans speakers and this creates the platform for this study to offer multilingualism as a 

resource in home language teaching, learning and assessment.  

Given the above background and context, the main aim of the study is to explore 

multilingualism as a resource in Afrikaans Home Language teaching and assessment. 

The main aim can best be understood through the following objectives: 

• To investigate teachers’, learners’ and parents’ perspectives and experiences on the use 

of Afrikaans as a language of teaching, learning and assessment in multilingual 

classrooms. 

• To examine the extent to, which the current teaching, learning and assessment practices 

support learners in making meaning of Afrikaans Home Language content in Grade 10; 

and 

• To explore the intervention that could be designed to encourage multilingualism as a 

strategy that could enable IsiXhosa learners to make meaning during Afrikaans 

assessment. 

1.3 Main Research Question 

The main research question of this study is: How can multilingualism be used in assessment for 

learning in multilingual Grade 10 Afrikaans Home Language classes? 

Specifically, it will respond to the following subsidiary questions: 
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• What are teachers’, learners’ and parents’ perspectives and experiences on the use of 

Afrikaans as a language of teaching, learning and assessment in multilingual 

classrooms?   

• How do current teaching, learning and assessment practices support learners in making 

meaning of Afrikaans Home Language content in Grade 10?  

• What intervention could be designed to encourage multilingualism as a strategy that 

could enable IsiXhosa learners to make meaning during Afrikaans assessment?  

1.4 Theoretical Framework 

This study is theoretically framed within the Capability Approach (CA), which is a “general 

normative framework for the assessment of human development to expand people’s capabilities 

and the freedom to promote or achieve functions, which are important to them” (Sen, 1999). 

Sen (1987, p.36) speaks of “functionings as an achievement, whereas capability is the ability to 

achieve”. Maarman (2009, p.321) states that capabilities are notions of freedoms that relate to 

a person’s opportunities to lead a particular kind of life whereas functionings are more directly 

related to living conditions. As mentioned above, multilingual learners are often marginalized 

due to their socio-economic circumstances and language diversity so the study will explore 

opportunities to discourage bi- and monolingual practices to expand multilingual learners’ 

capabilities through multilingualism (see Chapter Two). 

1.5 Research Methodology 

The study was conducted within the qualitative research paradigm and adopted a formative 

intervention case study that is underpinned by the Cultural Historical Activity Theory (CHAT). 

CHAT’s key principles, namely object-orientedness, mediation, historicity, expansive learning, 

and contradictions, were employed to raise awareness of discourses that condition meaning 

making in AHL assessment in Grade 10. The interpretive case study design was appropriately 

used for the study because of the vast opportunities to select several data sources, which allowed 

more opportunities for an in-depth and overall understanding of the subjects and the context of 

the case (Ary, Jacobs and Sorensen, 2006). This research employed various research tools to 

achieve the aim of the study and to answer the main research question. The research tools 

included individual and focus group interviews, classroom observations, questionnaires, and 

documents. These tools assisted the researcher to triangulate and validating data. The researcher 

selected teachers, parents, and learners at a high school to illustrate the case (see Chapter Three). 
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The study was grounded by the following principles and ethics: privacy, trustworthiness, 

confidentiality, and anonymity. Participants were advised that participation is voluntary, and 

they could withdraw from the research at any time without undesirable consequences for 

themselves. Consent and assent forms were given to the school and participants to sign if they 

agreed to partake in the study. Participants were reassured in the consent and assent forms that 

all responses will be treated confidentially and will only be used for references. It was also 

mentioned that their anonymity will be ensured at all costs. 

1.6 Chapter Outline 

The chapters will be presented as follow: Chapter One gives an overview and background 

information on the study. It briefly explains the rationale of the study, research methodology, 

key concepts and research problems addressed in the research journey. The second chapter 

reviews literature that explains key concepts and taps into a body of literature that substantiates 

arguments and claims by the researcher as well as the theoretical and methodological 

framework that underpins this study. Chapter Three gives a detailed explanation of the research 

methodology employed, including processes followed to get answers to the main research 

questions and a demonstration of the credibility of collected data. Chapters Four, Five, Six and 

Seven describe the research journey and present, analyse and discuss data collected in detail. 

The chapters explain the findings and results of teachers, parents and learners’ perspectives on 

multilingualism in the Afrikaans classroom.  

The chapters explain how current teaching and learning and assessment practices support or do 

not support learners in making meaning of Afrikaans Home Language content in Grade 10. 

Lastly, it explains the outcomes of the designed intervention using multilingualism as a strategy 

to enable multilingual learners to make meaning during Afrikaans Home Language learning 

and teaching assessment. Chapter Eight summarizes the conclusions, implications, and 

recommendations of the study. 
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CHAPTER TWO 

LITERATURE REVIEW 

2.1 Introduction 

This chapter discusses a conceptual framework on multilingualism with specific reference to 

translanguaging as a language practice that can be used as a third space in a multilingual 

classroom context. It further defines relevant concepts relating to the topic and provides an 

overview of the literature relevant to the study. This chapter also reviews policy development 

in SA with a focus on decolonising monolingual practices as a social justice imperative. 

2.2 Conceptualising language practices 

Various unconventional strategies have been used in classes by both teachers and learners in an 

attempt to assist learners in classroom teaching and learning. Even though these practices are 

deemed illegal by policymakers and various stakeholders in education settings, it has been 

researched by many sociolinguists to justify their applicability in the classroom.  

2.2.1 Code-switching 

Studies on code-switching as a speech phenomenon increased over the years. The reasons for 

this can be linked to the view that “Language is the mirror of a person’s innermost self, and by 

the power of the words and expressions spoken/written, and the sentence structures built, one’s 

thought, ideas, feelings, wishes, and intentions may be revealed or concealed” (Asilevi, 2008, 

p.41). Furthermore, code-switching is viewed as a complex process involving different levels 

of switching according to proficiency in both languages (Adjei and Ewusi-Mensah, 2019). 

Code-switching suggests that language operates as two separate codes whereby emergent 

bilinguals “switch” between independent languages (García, Johnson, Seltzer and Valdés, 

2017) and grammars are separated for each of the languages in use. Further, code-switching 

involves movement across different named languages and has broadly been defined as ‘the 

juxtaposition of elements from two (or more) languages or dialects’ (McCormick 2001, p.447). 

Fundamentally, code-switching as defined above is. 

The assumption is that two or more named languages are identifiable in the discourse, (Guzula, 

et al., 2016, p.212). Scholars have identified potential problems with the code-switching 

paradigm, especially in terms of identifying different named languages in language use. 
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Language is viewed as an ideological construction and deconstructing identifiable and 

boundary-named languages creates potential problems for code-switching (Guzula, et al., 2016, 

p.212). It is important to note that code-switching is a prevalent theory that differs from 

translanguaging (Ascenzi-Moreno, 2018) and it has been focused often on post-colonial settings 

(Guzula, et al., 2016, p.212). 

2.2.2 Code-mixing 

It is important to note the difference between code-switching and code-mixing. According to 

Adjei and Ewusi-Mensah (2019, p.25), “Code-switching (inter-sentential) changes from one 

language or dialect to other sentences or utterances in one language and Code-mixing (intra-

sentential) occurs inside sentence elements of one language incorporated in another via words, 

phrases, particles”. In addition, Adjei and Ewusi-Mensah (2019, p.23) explain that codemixing 

includes a change of pronunciation that occurs at the phonological level and there are many 

reasons why bilingual and multilingual people opt to switch and mix their languages such as: 

• Talking about a particular topic; 

• Quoting somebody else; 

• Being emphatic about something; 

• Interjection (inserting sentence fillers or sentence connectors); 

• Repetition used for clarification; 

• Intention of clarifying the speech content for interlocutor; and 

• Expressing group identity. 

More reasons identified for switching or mix of languages include: 

• To soften or strengthen request or command; 

• Because of real lexical needs; and 

• To exclude other people when a comment is intended for only a limited audience. 

Moreover, code-mixing commonly involves the use of two or more languages, varieties of a 

language or even speech styles and suggests that the speaker mix codes indiscriminately for 

various reasons such as incompetence (Adjei and Ewusi-Mensah, 2019). Code-mixing 

according to Maschler (1998, p.125) thus involves “using two languages such that a third, new 

code emerges, in which elements from the two languages are incorporated into a structurally 
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definable pattern”. Lastly, code-mixing is a phenomenon where lexical items or linguistic units 

such as phrases, words, and morphemes of one language are embedded into an utterance of 

another language (Rallabandi and Black, 2019). 

2.2.3 Code-meshing 

Code-meshing is another prevalent language practice that is more embedded at the discourse 

level and is considered more applicable to written communication (Coronel-Molina and 

Samuelson, 2017). In addition, Canagarajah (2011) suggests that code-meshing gives leeway 

to mix communicative modes and diverse symbols other than languages. Further, code-meshing 

is the “combination of local, vernacular, or colloquial varieties of a language used in daily 

interaction to embrace and articulate a host of local and global ways of being and seeing the 

world” (Coronel-Molina and Samuelson, 2017, p.381). 

Moreover, Canagarajah (2006, p.602) suggests that “code meshing is a strategy for merging 

local varieties with standard written Englishes in a move toward gradually pluralizing academic 

writing and developing multilingual competence for transnational relationships”. Due to this, a 

recent theory has suggested that code-meshing is a preferable approach to use over 

codeswitching for activities such as teaching reading, writing, speaking, and visual 

representation to diverse learners, especially for those for whom English is not their first 

language because code meshing leads to lucid, often dynamic prose by people who speak and 

write “nonstandard” world Englishes (Coronel-Molina and Samuelson, 2017, p.381). 

2.2.4 Crossing 

Crossing is another language practice that is explained by Canagarajah (2011) as a practice that 

borrows an out-group token that adopts new community relationships and identity and includes 

street signage in linguistic landscapes which positions multilingual and multimodal resources 

with rhetorical effectiveness.  

2.2.5 Translanguage siding 

Translanguage siding (also side talk or side notes) refers to a practice where a teacher teaches 

in English for example, but learners engage with each other in their own language. According 

to Antia (2017, p.183), the term Translanguage siding is an “under-research phenomenon of 

student-to-student communication occurring parallel to teacher-talk, but using language and 
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other semiotic resources that differ from the teachers to shape understanding of the teachers’ 

meanings or to make other meaning”. 

The above-mentioned practice is all intervention plans in the quest of redressing monolingual 

practices which continuously marginalize multilingual learners and often hinder them to 

achieve maximum results. The question of decolonising is further discussed in the section 

below. 

2.3 Advocacy for Multilingualism 

Globalisation and the need to join workforces elsewhere have been associated, in many parts 

of the world, with mastering English (Hornberger and Vaish, 2009). Due to waves of movement 

between countries South African townships have become home for many migrants from 

neighbouring countries, such as Zimbabwe, Mozambique, Lesotho, Malawi, Somalia, and the 

Democratic Republic of the Congo especially post 1994 with the new socio-political 

dispensation, which triggered freedom of movement within the borders (Makalela, 2017). As 

such, advocacy for multilingualism has increased in the 21st century. The need to revise strict 

linguistic separations and to incorporate multilingual pedagogies became a topic of interest as 

it aims to prove that multilingual people do not operate in linguistic isolation (Ossa Parra and 

Proctor, 2022). Another reason includes the movement of people across countries, especially in 

the African context. 

The migrants and people living in townships share socio-economic status and their ability to 

speak SA languages (Makalela, 2017). These massive movements have accelerated linguistic 

complexities and resulted in increased multilingualism in the society for political and economic 

reasons, which have seen the inclusion of other foreign languages in the SA curriculum such as 

Mandarin, French and German. In 2019, President Ramaphosa indicated an intention to include 

Swahili as a language that could create employment for future South Africans in the greater 

African continent (The Citizen, 2019). 

South Africa has richness in diversity, yet there seems to be an ideological clash between 

advocacy for multilingualism and the reality of monolingual practices in South African 

education. McKinney and Tyler (2019) acknowledge that multilingual or diverse classrooms 

are shaped by language ideologies and the use of language as a resource for learning. Despite 

SA’s eleven official languages policy and one’s constitutional right to receive education in 
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one’s own language, learners are still required to exit in the 3rd year of schooling from home 

language medium of instruction and continue monolingual curriculum and assessment until 

Grade 12 (McKinney and Tyler, 2019). The general concern is that the lack of bilingual teachers 

in a classroom with a great number of mother tongues makes it hard to integrate any type of 

bilingual support in mainstream education (Jordens et al., 2018). Multilingualism is inevitable 

but the readiness of the education system to accommodate multilingual learners in classroom 

settings and assessment practices is still an unresolved puzzle. Ethnographic studies show that 

multilingualism in education is hard to suppress despite the dominance of monolingualism in 

many educational settings globally. Learners tend to work around official language regulations 

by secretly using their mother tongue although the school’s language policy explicitly prohibits 

them to do so (Jordens et al., 2018). Garcia and Sylvan (2011, p.398) argue that ‘monolingual 

education is no longer relevant in our globalized world’. 

Even though there is global and national advocacy for multilingualism there seems to be a 

continuity of marginalization of multilingual learners who are subjected to English and/or 

Afrikaans Home Language teaching, learning and assessment practices in SA. As a result, 

drawing on other SA languages that are neither English nor Afrikaans has received negative 

labelling. For example, teachers’ attempt to use code-switching to clarify unfamiliar English 

language during an English examination written by isiXhosa students in a Cape Town school 

was seen as a transgression by the principal (Prinsloo and Krause, 2019). In addition, using 

multilingualism in many SA classrooms or globally is viewed as “illegitimate” (Guzula et al., 

2016) or a “necessary evil” (Garcia and Wei, 2014) and Probyn (2009) entitles the use of home 

languages as “smuggling the vernacular into the classroom”.  

The reason for these views as echoed by Makalela (2015a) is that languages are put in ‘boxes’ 

as a means for political leaders to ensure national sovereignty. The ideologies attached to these 

practices sometimes overshadow the possibilities of merging African languages that can 

support multilingual speakers, especially with meaning making. Despite the above negative 

connotations, the incorporation of translanguaging seems to improve meaning making for 

multilingual learners. In her speech during Teachers’ Day in East London, Eastern Cape, South 

Africa, Dlamini acknowledged that translanguaging helped her rural learners to make sense of 

difficult poetry content, which in turn improved her school results from 65% in 2017 to 88% in 

2018. 



 

15 

 

2.4 History of Second Language/ and Foreign- Languages Teaching Approaches 

The study of bilingualism and multilingualism became a topic of interest in the middle of the 

20th century. Historically around the globe, especially in Europe, America, Africa, India and 

the East. Near and far, people have spoken more than one named language and among others 

are English, French, Portuguese and Spanish, the most frequently spoken. However, due to 

political power linked to colonialism and the process of nation-building, it seems that the 

monolingual ideology of the elite whites is at the forefront (García and Otheguy, 2020). Even 

so, the vision of bilingualism continued even after the independence of many colonies. 

Furthermore, schools often play a fundamental role in the development of bilinguals because a 

second language (L2) is taught separately from first language (L1) or home language since “it 

is common to find school policies that follow a strict separation of languages and focus on one 

language at a time” (Leoneta, Cenoz and Gorter, 2020, p.41). In addition, Baker (2011, p.289) 

suggests that the ability to read and discuss in one language and to write in another language 

requires digestion of the subject matter. Grosjean (1982) highlights that the expectation of 

students acquiring a foreign or a second language is to be a two-in-one monolingual. Separating 

languages according to leading scholars in language education is to ensure that no “foreign 

elements” enter the “structured domain of language” because “second- and foreign-language 

pedagogy became focused on correcting errors and eradicating interference” (Garcia and 

Otheguy, 2020, p.18). Within the minds of bi-multilingual learners, language has been viewed 

as operating in separate compartments, or as “two solitudes” (Cummins, 1979). These 

perspectives of language neglect to acknowledge the more spontaneous language practices of 

bi-multilingual speakers (Deroo and Ponzio, 2019).  

A recent study done in a school in Khayelitsha, South Africa, which follows an official policy 

of monolingual English for teaching and learning, found that a learner and his peers frequently 

used isiXhosa/English to solve Science problems and complete tasks collaboratively in their 

classroom and thereby defy the monolingual language policy of the school in their “exploratory 

talk”, which is a common practice in Western Cape schools (McKinney and Tyler, 2019). 

Although these learners defy the school’s monolingual policy, Ferguson (2009, p.231) 

highlights the use of multiple languages in education as a “communicative and pedagogic 

resource in bilingual contexts, especially where pupils struggle to understand difficult subject 

matter whilst simultaneously learning a foreign language, one that is nominally the official 
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medium of teaching. However, the learner explains that they are only allowed to mix “isiNgesi 

nesiXhosa” (English and IsiXhosa) when giving explanations verbally (McKinney and Tyler, 

2019). The rules put in place try to constrict learners to the use of an unfamiliar language within 

the learning process.  

2.5 Decolonizing Monolingual Practices: A Social Justice Imperative 

After more than two decades of abolishing apartheid, South Africa can no longer be viewed as 

a new democracy. Jansen (2012) has claimed that the South African education system could be 

a threat to its democracy due to its contentious nature. The education system is not a neutral 

entity due to its “imbued power struggles, transgressions and dichotomies” (Kajee, 2018). As 

such, the SA education system has undergone many changes post-1994 in curriculum reform to 

heal the divisions of the past, which occurred as follows: 

Figure 2.1: Policy reform in South Africa (Hoffman, 2017) 

Measuring the aims of democracy against the reality in South African education, Albertyn and 

Guzula (2020) indicate that about 23% of South Africans identify themselves as English or 

Afrikaans Home Language speakers, yet 77% of learners are expected to navigate schooling 

  

 

 

The 1st 
POLICY 
CYCLE was 
the Purification 
discourse 

 

Pre-1994 was the syllabus reviewed and content was 
(purify from sexist and racist language). Stakeholders 
had greater participation and principles underpinning 
curriculum were based on democratisation.  

 
 

2nd POLICY 
CYCLE C2005  
and OBE 
discourse 

 
A completely new curriculum called C2005 was implemented 

in 1997. It was based on Outcomes-based education (OBE). It 
had a new pedagogical focus and was not prescriptive.  

 

 
3rd POLICY 
CYCLE R/NCS 
discourse 

 

A Ministerial committee was appointed to review C2005 in 
2000 to simplify language and enhance coherence through 
integration. It reduces curriculum design features to align 
curriculum and assessment. It also aimed to improve 
professional development for teachers and monitor the 
management process for phasing in and out. NCS is developed 
and implemented in 2002.  

 

 
4th POLICY 
CYCLE NCS-
CAPS discourse 

 

A Ministerial committee was appointed to review 
NCS in 2009. It has a single, coherent, and clear year 
plan which reconsidered teacher's administrative 
duties and workload. Subjects changed in foundation 
and intermediate phases and LSM was in line with 
curriculum developed. Professional development for 
teachers were more subject-specific and CAPS is 
developed and implemented from 2011. 
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exclusively in these languages. The reality is that South Africa does not have a country-wide 

dominant language in terms of spoken languages (Kaiper, 2019). Statistics South Africa 

(2018b) indicated that of the country’s 11 official languages, isiZulu has the largest percentage 

of home language speakers at 25% and isiNdebele the smallest at 1.6%.  

Albertyn and Guzula (2020) view this practice as not only hampering learning and 

comprehension but also fuelling high dropout rates in school, which needs to be addressed as a 

learning and social justice imperative. As much as schools are capable of transforming society, 

they can also reproduce social inequalities. Like schools, teachers could ensure social equality 

and justice or act as agents of conflict that encourage social division that support oppressive 

hegemonies (Kajee, 2018). Albertyn and Guzula (2020) state that many factors are contributing 

to dropout rates, but Language is often neglected as one of the major causes of dropouts. These 

scholars argue that both language and pedagogy are major factors in the education of bi-

multilingual children and need to be addressed simultaneously as a social justice imperative. In 

a similar vein, many scholars heighten arguments over monolingual biases in language 

assessments facing linguistically and culturally diverse students globally because this practice 

is fuelling fundamental equity issues. The nature of many language assessments is detrimental 

for bilingual students because they are curbed to reach their full potential (Schissel et al., 2018; 

Otheguy, Garcıa and Reid, 2015; Shohamy, 2011). 

This study draws attention to the lack of implementation of heteroglossic and multimodal views 

of meaning making informal language education, curriculum, and directives for teachers. 

Heteroglossia can be defined as “the simultaneous use of a diverse range of registers, voices, 

named languages, or codes, and draws attention to the potential tensions between different 

voices and registers” (McKinney and Tyler, 2019, p.6). As mentioned in Sub-section 1.2 in 

Chapter One, the South African Language in Education Policy (Department of Education, 1997) 

proclaims linguistic pluralism in the SA context but currently, there is no explicit directive in 

the LiEP regarding hetroglossic and multimodal views of meaning making. In most cases, the 

sudden switch is compatible if you work with a monoglossic ideology of languages with clear 

boundaries entities but in the SA context with 11 official languages the switch could be 

detrimental for non-native speakers of the LoLT and hetroglossic use of language and learning 

often becomes the reality. Even though hetroglossic use of language is often censured by 

policymakers, principals and some teachers due to its unofficial nature is it a practice that could 
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assist learners to confront restricted opportunities to participate meaningfully in learning and to 

access the curriculum (Guzula et al., 2016, p.2013).  

There has been substantial progress in the conceptualization of language in applied linguistics. 

However, the notion of historical monolingual bias and monolingual approaches continue to 

dominate “officially prescribed language teaching and learning approaches, curricula, policy 

and materials in South African education” (Guzula et al., 2016, p.211). Furthermore, South 

African children are often “positioned as deficient English monolinguals rather than resourceful 

bilingual learners” because of Anglo-normative bias towards English (Albertyn and Guzula, 

2020). This is a learning and social justice issue that needs urgent intervention as we are failing 

to recognize, celebrate and build on the resource of learners’ diversity (ibid).  It is for this reason 

that multilingual support structures should be prioritized and simultaneously decolonize the 

deeply rooted monolingual societies in a post-democratic era. 

2.6 The Philosophical Foundation for Translanguaging 

Various unconventional strategies such as code-switching, code-mixing, code-meshing and 

crossing and recently translanguaging have been used in classes by both teachers and learners 

to assist learners in classroom teaching and learning. Globally, the term translanguaging seems 

to be part of people’s vocabulary as it has been incorporated in various platforms such as 

teaching and learning, social interactions, cross and multi-modal communications, linguistic 

landscape, visual arts, music and transgender discourse (Wei, 2018, p.9).  

Translanguaging is a heteroglossic concept that originated in Wales in the 1980s (Zhou, Li, and 

Gao, 2021) but has gained traction in recent years, especially in pedagogical contexts of 

increased linguistic diversity in North America and the United Kingdom (McKinney and Tyler, 

2019). Translanguaging has only recently been argued as a practical theory of language based 

on how multilingual speakers use language, rather than turning one language “off” and turning 

another “on,” translanguaging suggests that we creatively integrate all semiotic resources to 

communicate (Wei, 2018). Furthermore, Scholars such as Ossa Parra and Proctor (2022, p.17) 

view translanguaging pedagogy as “an approach to educational equity that harnesses 

multilingual learners’ communicative repertoires” through the incorporation of the repertoires 

in the classroom to ensure active engagement, participation and meaningful learning by the 

learners. Due to South Africa’s rich nature of linguistic diversity, translanguaging practices are 

used for communication purposes and at the same time, this approach represents “a challenge 
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to the institutional and educational system in the current decolonized discourse where English 

serves as the dominant language” (Tomei and Chetty, 2021, p.55). Additionally, Banda (2018) 

establishes that “translanguaging is not merely about language mixing and using of bit-and-

pieces of language, it is also about infusing local knowledge systems and cultures in pursuit of 

excellence in teaching and learning in multilingual contexts” (p. 211). This implies that 

“translanguaging pedagogies promote meaningful and transformative literacy practices that 

recognize and integrate multilingual students’ cultural and linguistic knowledge” (Ossa Parra 

and Proctor, 2022, p.17). 

In addition, a plethora of studies focussing on the translanguaging framework has proven that 

“mobile linguistic resources” are pressurizing “monolingual practices and ideologies 

worldwide” (Makalela, 2013, p.111). In a recent study, Evelyn, Bakker, Zenger, and Blom, 

(2022) indicate that stimulating the use of HL in the classroom multilingual strategies benefits 

both monolingual and bilingual children. They argue that these strategies strengthen the “mental 

connections between semantically and phonologically related words and that for bilingual 

children, these strategies should support both within- and cross-language connections” (Bosma, 

Bakker, Zenger, and Blom, 2022, p.1). Ossa Parra and Proctor (2022, p.2) elucidate that “by 

stimulating students to draw from their entire communicative repertoire, translanguaging 

pedagogy opens and expands opportunities for engagement in meaningful language and literacy 

practices, thus ensuring more equitable learning environments”. The popularity of 

translanguaging can be linked to the unconventional practices that cater for diverse multilingual 

and multimodal practices, which are often seen as a replacement term for code-switching, code-

mixing, code-messing and crossing (Wei, 2017, p.9). The common grounds for the motivation 

of these practices, especially translanguaging, is that it challenges traditional conceptualisations 

of language and provides a window of opportunities for merging African languages (Makalela, 

2013, p.111).  

On top of that, translanguaging has only recently been argued as a practical theory of language 

based on how multilingual speakers use language, rather than turning one language “off” and 

turning another “on,” translanguaging suggests that we creatively integrate all semiotic 

resources to communicate (Wei, 2017). Translanguaging builds linguistic competence and 

performance in two languages. According to Baker (2011, p.290) “translanguaging attempts to 

develop academic language skills in both languages leading to a fuller bilingualism and 

biliteracy”. As such translanguaging is therefore regarded as the use of all the languages 
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available to learners can lead to the improvement of depth and quality of learning. This means 

that learner participation increases whilst learners will grasp and understand concepts better. 

Many definitions can be found in the field of translanguaging and are elaborated by scholars 

such as Williams (1994, p.199) as a deliberate and systematic act to use two languages in the 

context of both teaching and learning in one lesson. Williams (1996, p.64) claims that 

“translanguaging was initially coined to name a pedagogical practice, which deliberately 

switches the language mode of input and output in bilingual classrooms”. Baker (2003, p.201 

coined translanguaging as “the process of making meaning, shaping experiences, gaining 

understanding and knowledge through the use of two languages” (Baker 2011, p.288). To add, 

Garcia (2009, p.44) views translanguaging as “an approach to bilingualism that is centred not 

on languages, but the observable, natural communicative practice of bilinguals and, if properly 

interpreted, understood and practised in schools, as a means to enhance pupils cognitive, 

language and literacy abilities”. This perspective shows that translanguaging supports 

bilingualism and enhances the opportunities for indigenous languages to be used in education 

and facilitates learners in understanding concepts better.  

In addition, it assists learners with meaning making and at the same time allows people to be 

empathetic towards linguistic differences. Translanguaging, therefore, provides opportunities 

for individuals to conceive of languages not as independent but as facets of the same adaptive 

system (Deroo and Ponzio, 2019, p.216). It is for this reason that McKinney and Tyler (2019) 

argue that if translanguaging ought to be transformative and productive for teaching and 

learning, then the need to deliberately design translanguaging as pedagogy should be the order 

of the day. Concept formation may require the use of two languages (L1 and L2) to enhance 

meaning making. Thus, both Williams and Baker view the term “translanguaging” as a strategy 

using two languages to build up learners’ cognitive development. It is often that translanguaging 

is used to balance the development of a child’s two languages by using the child’s stronger 

language to develop the weaker language (Williams, 2003). Nevertheless, the weaker language 

can be of assistance in the concept formation of the stronger language. 

Furthermore, translanguaging is also viewed as a bilingual pedagogy in, which language modes 

are interchanged (Hungwe, 2019) and that permits students to compare ways in, which concepts 

are expressed (van der Walt, 2013). Canagarajah (2011, p.401) believes that Translanguaging 

is not limited to scaffolding inside the classroom but rather defines it as “the ability of 
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multilingual speakers to shuttle between languages, treating the diverse languages that form 

their repertoire as an integrated system”. Even though Lewis, Jones and Baker (2012b) suggest 

that translanguaging provides scaffolding, they believe that learners could cope without 

translanguaging when they are more advanced in their language competence.  

The call for translanguaging is related to inequalities in the language hierarchies of the 

classroom (Schissel et al., 2018). Translanguaging highlights the injustice of forcing bilingual 

students to perform academically with less than half of their full linguistic repertoire (Vogel 

and Garcia, 2017). Garcia, et al. (2017) identified four purposes of translanguaging pedagogy 

that includes: 

• Supporting students as they engage with and comprehend complex content and texts; 

• Providing opportunities for students to develop linguistic practices for academic 

contexts; 

• Making space for students’ bilingualism and ways of knowing; and 

• Supporting students and bilingual identities (Garcia and Otheguy, 2020, p.27). 

These four translanguaging purposes aim to advance social justice. Furthermore, 

translanguaging is also aimed at establishing the development of “metacognitive and 

metalinguistic awareness” of bilingual students with the help of appropriate features of their 

repertoires in different communicative circumstances (Wei and Garcia, 2016, p.2). Another aim 

of translanguaging as a pedagogic strategy is to reinforce both languages and to increase 

understanding (Cenoz and Gorter, 2017a). In developing critical multilingual awareness in 

learners, teachers should demonstrate a high level of the six understandings as echoed by 

Henderson and Ingram (2018, p.255). 

• Knowledge of languages (proficiency, user domain); 

• Knowledge about the two languages (subject-matter knowledge, analyst domain); 

• Pedagogical practice in the two languages (teaching domain); 

• Understandings of plurilingualism and its value for a democratic society; 

• Understandings of the histories of colonial and imperialistic oppression; and  

• Understanding of language as a social construction. 

Some scholars also link the value of translanguaging to multilingual identity and are of the 

opinion that translanguaging promotes a language identity that is brighter and more intense than 
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that of a monolingual one that is created through the ideology of the English regime (Moyles, 

Georgeson and Payler, 2011). This means that translanguaging is an enabler that could change 

people’s mindsets about monolingualism and how they perceive language pedagogy, especially 

in education. It further enables people to understand their multilingual settings as well as the 

different signs, visual, audio, physical, spatial, and verbal (written)surrounding them. 

Translanguaging is not only aimed at helping learners understand words, phrases, and sentences 

in two languages but to use both languages with concept formation as well as to facilitate 

cognitive development. Translanguaging is thus the vehicle whereby both learners and teachers 

use two languages as a strategy to enhance better learning.  

The theory of Translanguaging for language thus “acknowledges the deeply heteroglossic, 

multimodal and multisensory nature of communicative practice” because it has the “potential 

to liberate multilinguals from the tyranny of monoglossic and monomodal conceptions of 

communicative practice as the norm” (McKinney and Tyler, 2019, p.7). Against this 

background, scholars argue that translanguaging could act as a third space that opens new 

possibilities in educational settings that could enable multilingual learners to make meaning. 

2.6.1 Translanguaging Space in Education 

Translanguaging has been theorised and conceptualised by various scholars to address the gap 

created through monolingual practices in both teaching and learning and assessment. In a recent 

study done by Bosma et al. (2022, p.1) it was established that “by stimulating the use of the 

home language in the classroom, translanguaging strategies like multilingual label quests and 

multilingual reading and writing can strengthen cross-language connections and, thereby, 

facilitate cross-linguistic lexical transfer”. They further imply that the use of pedagogical 

approaches that stimulate students to use all their communicative resources can lead to active 

participation in the classroom. Scholars such as Cenoz and Gorter (2017b, p.904) proposed that 

translanguaging can happen intentionally as well as spontaneously and explained the terms as 

follow: 

Pedagogical translanguaging can also be referred to as intentional 

translanguaging or classroom translanguaging because it embraces 

instructional strategies that integrate two or more languages. In its origin, it 

was a planned alternation of the languages for input and output, but it has 

expanded to include other pedagogical strategies that go across languages.  
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Spontaneous translanguaging is considered the more universal form of 

translanguaging because it can take place inside and outside the classroom. It 

refers to the reality of bi/multilingual usage in naturally occurring contexts 

where boundaries between languages are fluid and constantly shifting. 

Furthermore, Guzula, et al. (2016) view translanguaging as an adaptive space that addresses the 

mismatch between learners’ home language and the official language of instruction in South 

African classrooms (usually English) and actively encourages multimodal meaning making for 

learning through established translanguaging spaces. Research also views translanguaging as a 

“third space, which does not merely encompass a mixture or hybridity of first and second 

languages, instead, it invigorates languaging with new possibilities from a site of creativity and 

power” (Garcia and Wei, 2014, p.25). Translanguaging creates the opportunity for children to 

freely use their languages in any way they find productive when confronted with new ideas. 

This means when a teacher introduces a task in Afrikaans, the learners will have the freedom 

to discuss, and try to make sense of the task using their mother tongue but will be required to 

give feedback in Afrikaans (Murphy, 2011). The implementation of a translanguaging stance 

and designing translanguaging instruction requires de-naturalize the standardized named 

languages of schools that have been codified by the nation-state in the development of 

governable subjects (Garcia and Otheguy, 2020, p.27). These are the named languages that 

explicitly exclude minorities who always find them at the end of the continuum of the processes 

of nation-building, colonialism, racialization and global capitalism. 

Recently Ossa Parra and Proctor (2022, p.3) drew on current research and proposed a 

translanguaging continuum, which is aimed at dismantling monolingual ideologies to ensure 

multilingual learners have fair learning conditions. Ossa Parra and Proctor (2022, p.3) thus 

propose three discrete points including listening, channelling and flowing corriente1(current). 

Incorporating the listening corriente on the one end requires teachers to recognise students’ 

naturally occurring language practice. Using channelling as the middle point, teachers accept 

and promote language flexibility in their classrooms. On the other end of the continuum lies 

flowing where teachers explicitly plan and implement instruction. 

 

1
 Corriente: Spanish word for current 
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In considering translanguaging as a classroom practice the teacher must consider stance, design 

and shift as core components of translanguaging pedagogy (Henderson and Ingram, 2018, p.54). 

Stance involves acknowledging students’ diverse linguistic practices and embracing their 

practices for the advancement of their education. The design includes an integrated plan shaped 

by students’ linguistic practices. It includes instructional components, lesson plans and 

assessments that inculcate ways of knowing and increase exposure to language features required 

for different academic tasks. Shifts involve the ability to adjust and revise instructional plans 

based on student feedback to improve the result. Additionally, the shift from Traditional 

Assessment methods to Alternative Assessment methods involves the reconceptualization of 

how learning takes place, which includes: 

• Predominant use of lectures as the primary method of teaching as well as objective 

testing as the core assessment measure; 

• The constructivist learning theory; and 

• Increase in different student population in both primary and higher education 

classrooms. 

Research of the past decade has focused on translanguaging as an alternative strategy, which 

allows children to access English and cultivate multilingual practices by including local 

languages (Hornberger and Vaish, 2009). A translanguaging framework was used in the United 

States to enhance meaning making and included: 

• Switching between text using one language and discussing in another;  

• Move around texts that have different languages;  

• Discussion in one language but examining comprehension in another;  

• Substituting reading language with other languages when writing, one language for 

discussion and the other for writing;  

• Combining students’ language resources; and  

• Flexibly using both languages interchangeably or code-switching (Garza and Guadalupe 

Arreguín-Anderson, 2018, p.103).  

Schools should pave the way for bilingual students to use their full linguistic and semiotic 

repertoires to make meaning; and at the same time create opportunities for teachers to “take up” 

translanguaging as a legitimate pedagogical practice (Kenner, 2004). By integrating 
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translanguaging, students’ meaning making could be enhanced, verified, and identified across 

languages in multiple ways (Antia, 2018). Baker (2011) suggests that Translanguaging includes 

the reprocessing of content, which could lead to deeper understanding and learning. Using 

translanguaging for teaching and learning expands children’s knowledge and extends and 

intensifies what they have learned through one language (Afrikaans) in school through 

discussion with the parents at home in the other language (mother tongue, isiXhosa). For a 

translanguaging pedagogy to materialize, it requires that teachers legitimize, naturalize, make 

visible and use bilingual students’ translanguaging (Garcia and Otheguy, 2020, p.27).  

Both understandings and core components foreground the advancement of social justice and 

are transformative for the child, the teacher and education (Kenner, 2004). This study calls for 

the interconnectedness of Afrikaans and isiXhosa as a resource of meaning making to assist 

isiXhosa learners with Afrikaans Home Language as a subject and for the possibility of 

legitimising translanguaging in assessment practices. 

2.6.2 Scaffolding 

Scaffolding is a concept that originated from Jerome Bruner’s work. According to Bruner 

(1983, p.60), scaffolding is “a process of setting up the situation to make the child’s entry easy 

and successful and then gradually pulling back and handing the role to the child as he becomes 

skilled enough to manage it”. To add, Stierer and Maybin (1994, p.97) elucidate that:  

Scaffolding is not just any assistance that helps a learner accomplish a task. 

It is help that will enable a learner to accomplish a task, which they would 

not have been quite able to manage on their own and it is help, which intended 

to bring the learner close to a state of competence that will enable them 

eventually to complete such a task on their own. 

This statement echoes that learners’ who are incapable to perform a task by themselves are 

aided through scaffolding by someone (preferably an adult who is more knowledgeable on the 

subject matter) to empower learners to work on their own. Scaffolding represents a metaphoric 

expression that describes the balance between challenge and support offered intentionally or 

unintentionally by adults when teaching a child, a novel task (Siobhan and Richards, 2006, p.9). 

It is therefore arguable that translanguaging and scaffolding have an intrinsic connection. 

Furthermore, other views on scaffolding are expressed:  
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A reciprocal feedback process in, which a more expert other (teacher or peer 

with greater expertise) interacts with a less knowledgeable learner, to provide 

the kind of conceptual support that enables the learner over time to be able to 

work with the task content or idea independently (Norbert, 2012, p.2923). 

Furthermore, the above views on scaffolding are in line with Vygotsky’s view of the Zone of 

Proximal Development (ZPD), which is the gap between the actual level of development and 

the potential level of development with the guidance of adults or through collaboration with 

more capable peers (Vygotsky, 1978, p.86). The below Figure illustrates the process of support 

in different stages promulgated by Vygotsky. 

 

Figure 2.2: Zone of Proximal Development  

To begin with, the above Figure 2.2 depicts how learners in the first stage maximise meaning 

making inside and outside the classroom and assessment context with the assistance of teachers, 

parents and even peers as well as the multilingualism intervention model when performing a 

given task. The second stage illustrates those learners carry out the given task without assistance 

from anyone while relying on their prior knowledge. As illustrated in the above figure it appears 

that the ZPD happens in stages one and two. Moreover, the third stage is automatized and comes 

spontaneously after the process of internalisation, which leads to fossilization. The final stage 
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is enhanced through prior stages, which lead to de-automatization and recursiveness. This 

process is in line with the aim of the study, which is to use learners’ home language (isiXhosa) 

as a resource through the mediation of teaching strategies, which will enable learners to make 

meaning and later carry out tasks on their own in the LoLT. 

Moreover, Vygotsky (1978) elucidates those activities provided using scaffolding instruction 

are beyond the level of what the learner can do independently. This means that a knowledgeable 

person, who provides support to learner development, essentially building on a learner’s prior 

knowledge and assisting them to internalize new information, facilitates scaffolding instruction. 

It is usually initiated by teachers and parents who assist children with tasks that they are not 

competent enough to do on their own. Through the assistance of these adults’ learners develop 

cognitively and become able to perform tasks independently. It is important to note that 

scaffolding is temporary because when learners can perform a given task the scaffolds are taken 

away, in this case, the adults or competent peers. The below diagram gives a brief illustration 

of the process involving the ZPD and how learners learn. 

 

Figure 2.3: Zone of Proximal Development  

Both Figures are used in the study, especially in Phase 3 where the teacher facilitates the 

intervention model. The teacher supports learners by incorporating learners’ home language 

(isiXhosa) to enhance meaning making in a controlled environment. Further in this study, one 

may examine the relationship between multilingualism and scaffolding. When teaching and 

assessing multilingual learners in a context where they are taught in a language other than their 

mother tongue or home language, using multilingualism to maximise meaning making would 

be an effective form of scaffolding. Flexibly using LoLT and their home language 

interchangeably in classroom teaching and learning and assessment could thereby increase 
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meaning making and reduce the language barrier and thus provide a scaffold so that learners 

can perform the task at hand. 

The ZPD operates in different layers in this study involving teachers and learners in the 

classroom and Cultural Historical Activity Theory’s (CHAT) formative intervention (discussed 

in detail in Chapter Three). The learners could thus go from what they know to what is not there 

yet (that is maximize meaning making) through the ZPD with the assistance from teachers and 

parents initiating the multilingualism model as an intervention.  

2.7 Assessment Ideologies 

The term assessment is widespread and is often misunderstood in current educational practice. 

Historically, assessment has been viewed as being part of an overarching context that restricted 

choices around languages, which favoured monolingual, standard language and is often viewed 

as anti-translanguaging (Schissel, De Korne, and López-Gopar, 2018). Assessment could 

therefore be perceived as a “controlled social practice because it influences student learning 

and education in general” (Taras, 2008, p.289). In addition, assessment is also viewed as a 

systematic basis to interpret the learning and development of the students (Bisai and Singh, 

2018). The different tools used in assessment to promote children’s literate behaviour are 

influential because of the technical role of ‘develop accurate measuring instruments’ (Johnston 

and Costello, 2005). The measuring tools used in assessment are seen as “accountability 

assessments” because it reflects what learners learned and is used by schools because of their 

“almost always standardized measurement devices”, which adopt a one-shoe-fits-all approach 

that aims to “ascertain the effectiveness of educational endeavours” such as academic 

performance (Popham, 2009, p.6). 

In the past, assessing pupil performance was also seen as an educational issue (Marshall, 2017) 

because the focus was the result at hand. Shohamy (2011) argues that a socio-political 

perspective of tests that have been introduced in the past two decades changed the views of tests 

in scientific and technical terms because it changed from being a measurement tool to a 

determining powerful device within a broader social, and political and economic context in, 

which they operate. This background echoes Makoelle’s (2009) view that SA education is still 

upholding apartheid ideologies of non-whites who receive an inferior education, which does 

not prepare them for technological, engineering and scientific advancement. According to 

Shohamy (2011, p.418), “All assessment policies and practices are based on monolingual 
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constructs whereby test-takers are expected to demonstrate their language proficiency in one 

language at a time. Thus, the construct underlying these assessment approaches and/or scales 

is of language as a closed and finite system that does not enable other languages to be “smuggled 

in”. Currently, in South African schools the focus has shifted because politics became part of 

the assessment process to mend inequalities of the past as foregrounded in CAPS (2011). The 

Assessment of the National Curriculum Statement Grades R - 12 highlights the importance of 

Assessment (DBE, 2012) and it is explained below: 

(1) Assessment is a process of collecting, analysing and interpreting 

information to assist teachers, parents and other stakeholders in making 

decisions about the progress of learners. 

(2) Classroom assessment should indicate learner achievement most 

effectively and efficiently by ensuring that adequate evidence of 

achievement is collected using various forms of assessment.  

Moreover, testing and assessing are sometimes perceived as the same, but they are not. Brown 

(2004, p.15) differentiates between test and assessment as define both terms as follows: 

Tests are prepared administrative procedures that occur at identifiable times 

in a curriculum when learners muster all their faculties to offer peak 

performance, knowing that their responses are being measured and evaluated. 

Assessment, on the other hand, is an ongoing process that encompasses a 

much wider domain. Whenever a student responds to a question, offers a 

comment, or tries out a new word or structure, the teacher subconsciously 

assesses the student’s performance.  

While scholars view assessment practices as an integral part of academic progress and 

achievement Aboulsoud (2011) it is imperative that assessment should be developed to 

recognize language practices of minority speakers of indigenous languages to support them in 

assessment context.  

2.7.1 The role and purpose of assessment 

In South Africa, assessment is viewed as important because of “its potential to influence the 

entire reform process”, which is aimed at improving knowledge, skills and attitudes. In doing 
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that formative and summative assessment was introduced (DBE, 2011). The assessment policy 

in the General Education and Training (GET) Phase (DBE, 2011) states that assessment has 

multiple purposes, which include the following: 

• Helping learners select learning programmes or careers; 

• An educator trying to place a learner in an appropriate grade/level; and 

• A parent wanting to know how the learner is progressing, and so forth. 

These multiple purposes of assessment may include diagnosis, evaluation, guidance, grading, 

selection, prediction and control. Assessment is also guided by certain principles to ensure 

effectiveness. The Department of Basic Education suggests assessment (DBE, 2011b) should 

be clear, directly linked with the critical and specific outcomes, integral to teaching and 

learning, balanced, comprehensive, varied, valid and fair. It should engage the learners, value 

the education and training practitioner judgment, and be time-efficient, and manageable. The 

principles lay the foundation for fair and equitable assessment through a variety of opportunities 

to show their competencies at different levels.  

However, the question arises, how effective are these principles for multilingual learners who 

write in a language that is not their home language with little to no assistance to bridge the 

language gap? Can we say assessment is fair and equitable? Are different level competencies a 

true reflection of these learners’ abilities? 

2.7.2 Impact of assessment on multilingual learners in educational settings 

Assessment in multilingual classrooms for both group and individual activities is often 

generalized because of the narrowed nature of assessment used in the traditional assessment 

system, which focuses on producing facts. The exclusive practice often disregards or fails to 

measure holistic learning outcomes (Bisai and Singh, 2018, p.308). Furthermore, research in 

the field of (English) literacy suggests that adequate assessments to assess language minority 

students’ strengths and weaknesses are essential and instructions should be tailored to meet 

students’ needs. Regrettably, when it comes to measuring how well students will perform over 

time in content-area assessments current assessments do not meet language-minority students’ 

needs and are inadequate (August and Shanahan, 2006). 

The monolingual language regime used in examinations is infrequently acknowledged as one 

of the major contributing factors leading to the dismal performance of students because 
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multilingual speakers are tested as if they are mother-tongue speakers of the examination 

language (Antia, 2018). These learners often struggle with meaning making because they write 

in a less proficient language. Little to no attention is given to the impact of language used in 

examinations, which is a determiner of students’ performances. Neglecting to acknowledge the 

role of examination language may be exacerbating social inequalities (Antia, 2018). Similarly, 

Otheguy, et al. (2015, p.300) questioned the validity of assessments that isolate language and 

argues that if the purpose of schools is to assess students’ linguistic abilities and their ability to 

do things with language, there is no sense to request that they do it only in some of their 

repertoire. It is because of these concerns that researchers consider exploring assessment 

methods that include learners’ total linguistic repertoire in assessments. 

Moreover, arguments for multilingual perspectives of assessments highlight that measuring a 

child’s progress holistically considers learners’ personal, cultural, social and linguistic diversity 

as well as learners’ abilities accompanied by facts (Bisai and Singh, 2018, p.308). This holistic 

approach not only creates equal opportunities for all learners but makes the assessment system 

more feasible, effective and inclusive. However, Shohamy (2011) alerts us that traditional 

assessment holds a narrow view of language testing, which sometimes overlooks the social, 

cultural and historical context of students. Learners may thus always find themselves at the end 

of the hierarchal continuum as teachers enforce language dominance of the minority’s language 

of instruction accompanied by a monolingual assessment, which ignores the multilingual 

realities of the classroom.  

Furthermore, current assessment practices penalize mother tongue use and view the use of 

various languages as wrongdoing (Gorter and Cenoz, 2017b). Assessing multilingual learners 

in a dominant language, results in those learners’ feeling stressed and uncomfortable in the 

classroom (Heugh et al., 2017) often impacting their performance and results. An assessment 

system is thus needed that considers and embraces language diversity that respects culture and 

treats and assesses learners in accordance with their linguistic backgrounds (Bisai and Singh, 

2018, pp. 308-309). 

As a teacher, I experienced that many learners, especially non-native speakers of the 

examination language struggle with higher-order thinking and processing when administering 

assessments. Reasons for this could be linked to Barrett’s Taxonomy (Clymer, 1968), which is 

used by Umalusi in assessment situations to engage in texts. Umalusi is the Council for Quality 
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Assurance in General and Further Education and Training (Umalusi, 2012). The purpose of this 

instrument is usually to “assess and compare the cognitive challenge of the National Senior 

Certificate Home Language examinations” (Reeves, 2012, p.1). It is expected of especially 

language teachers to set up papers according to the different cognitive levels of learners, which 

relate to higher-order (20%), middle-order (40%) and lower-order (40%) questioning. These 

levels include (a) Conceptual knowledge (low and middle order), (b) Comprehension 

(Understanding) low and middle order; (c) Application (higher-order); (d) Analysis and 

Problem-solving higher order; (e) Evaluation and Synthesis (Creation) higher-order (Umalusi, 

2012, p.1). Although assessment methods progressed to both formative and summative 

assessment after 1994, it does seem that these methods still endorsed monolingual ideologies. 

2.7.3 Conceptualising assessment for learning 

Assessment for Learning is linked with socio-constructivist theories of learning because it can 

be viewed as a socially situated activity (Moss, 2008). Reasons for this are that assessment for 

learning does not only extend beyond the classroom but can be observed in a wide variety of 

contexts (Jordan and Putz, 2004). The term assessment for learning became a topic of interest 

in the 1990s when concerns were raised about learners being over-assessed. Learners were 

exposed to too much testing to ascertain learners’ rank order and to make comparisons between 

them (Cambridge Assessment International Education, 2017). Assessment for learning takes on 

many forms as it is associated with other terms such as formative assessment, classroom 

assessment, continuous assessment, and informal assessment and “are those carried out by 

teachers and students as part of day-to-day activity” (Browne, 2016, p.1).  

Scholars such as Ruiz-Primo (2011, p.15) believe that assessment for learning or formative 

assessment is a critical component of effective instructional practices. She terms this also as an 

informal informative assessment because it is set on what teachers and students do in the 

classroom, which “can be described as potential assessments that can provide evidence about 

the student’s level of understanding” (p.15. 2011). In addition, ‘Assessment for Learning 

(AFL)is an approach that is integrated into teaching and learning and creates opportunities for 

feedback for students to improve their learning (Cambridge Assessment International 

Education, Cambridge, 2017). 
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Informal formative assessment focuses on the daily learning activities “as potential assessments 

that provide evidence of students’ learning in different modes” (Ruiz-Primo, 2011, p.15). The 

below list exemplifies the different learning modes, which constitute potential assessments. 

• Oral evidence (e.g., students’ questions and responses, listening to what they say in 

small groups, having conversations with students); 

• Written evidence (e.g., notes in science notebooks); 

• Graphic evidence (e.g., drawing, graphs, drawing concept maps); 

• Practical evidence (e.g., observation of students experimenting to measure the mass of 

an object); and 

• Non-verbal evidence (e.g., body language, body orientation). 

Moreover, assessment for learning also involves collaborative learning activities, which include 

peer and self-assessment activities and it guides learners with their aims and their understanding 

of what needs to be done to achieve those aims. Assessment for learning, therefore, focuses on 

both the teacher’s and the learners’ understanding. The below-reproduced Figure illustrates the 

process of AFL. 

 

Figure 2.4: Assessment for learning (Cambridge Assessment International Education, 2017) 

Moss (2008) asserts that the effectiveness of assessment for learning relies on the teaching 

process and essentially on student learning. To ensure that informal formative assessment or 

assessment for learning has an impact is it important for the teacher to: 

• Continuously learn about students’ learning (e.g., look at variations in the responses of 

the students, how they solve problems, or the kinds of errors they make);  

• Routinely use this evidence to decide what to do next (e.g., how to respond to students’  
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• Misunderstanding, what demonstration can help students to test their hypotheses, or 

who to call on next);  

• Consider how the instructional practices are shaping students’ learning; and 

• Selected support students’ understanding and guide them about what is important to 

learn) (Ruiz-Primo, 2011, p, 16). 

Current assessment for learning practices often neglects to acknowledge learners’ personal, 

cultural, social and linguistic diversity. Vygotsky’s Sociocultural historical theory thereby 

suggests that children deeply engage in a social environment. An environment that represents 

them with all social, cultural and interpersonal experiences and confirms engaging in cultural 

connections has an influential impact on the social environment and is significant in the 

development of children (Daneshfar and Moharam, 2018). 

Given the challenges of second language acquisition as mentioned earlier in subsection 2.4, 

Kai-Wing Chan and Ko Wai Tang (2022, p.155) are of the view that “a laid-back and positive 

environment can lower students’ affective filter during second language acquisition”. 

Additionally, Zafeiriadou (2009, p.4) highlights the inevitable challenges of fluency and 

language facility impacting possibilities for learners taught in a second language. This implies 

that a language pedagogy driven by results (in a traditional classroom) instead, the process may 

negatively impact learner involvement and motivation. It is for this reason that Fleming (2018, 

p.6) postulates that “drama teaching is an art in that it does not lend itself to the mechanical 

application of methods and techniques” but highlights being sensitive to contexts is essential. 

As a language teacher, I agree with Zafeiriadou (2009, p.4) that drama as a teaching technique 

highlights a range of deeper pedagogic challenges for the L2 teacher and the learners. Thus, 

this study specifically chose drama as a research component to illustrate using CHAT’s 

elements of expansive learning and contradictions that informative intervention challenges 

mechanical application in the traditional classroom. The study argues for cooperative learning 

where multilingualism is used as a strategy to enhance learning.  

2.7.4 Capability approach as theoretical framework 

The Capability Approach (CA) by Sen (1992) is used to outline his CA as he considers freedoms 

and unfreedoms as influential elements in the achievement of functioning, and I found these 

suitable to fit well into the circumstances, and experiences of multilingual learners in a high 
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school setting. The CHAT and CA are used because of their nature to relate to human activity 

and since they can be viewed from a wide variety of contexts. 

The CA is fundamental in the work of Amartya Sen and is guided by the following constructs: 

Capabilities, Functionings, Conversion, and Freedoms and Unfreedoms, which are important 

elements in the achievement of functioning. Sen (1992) argues that even though equal 

opportunities and resources are provided and constraints to achievements are ignored or not 

seriously considered the possibility of variations in outcomes may occur. I consider these 

elements important in this study as it links to the circumstances and experiences of isiXhosa 

home language learners registered in Grade 10 Afrikaans Home Language classes for teaching 

and learning.  

This study suggests that there is a need to apply the CA because of continuous and existing 

variations in learner performance in South African schools. Through applying the CA this study 

thus sought to make meaning and understand the underlying variances in learner performance. 

It explored multilingual learners in South Africa by investigating their freedoms and 

unfreedoms in terms of teaching and assessment practices. From this perspective, an 

interrogation of this nature can incorporate Sen’s interpretation that people and communities 

are different in many ways and inequalities peculiar to them may have a positive or negative 

impact on individuals’ freedoms to achieve in their communities and individual institutions 

(Sen, 1992). Sen’s (1992) central argument is that there are possibilities of variations in 

outcomes even if equal resources are provided and the seriousness of barriers and constraints 

to achievements are ignored. Thus, to understand the underlying reasons for these variances the 

study investigates multilingualism in assessment for learning in multilingual Grade 10 

Afrikaans Home Language classes. This type of interrogation encompasses Sen’s (1992) view 

that people and communities differ in many ways and peculiar inequalities may have a positive 

or negative impact on the individual’s freedom to achieve in each community and their 

institutions (Munje, 2015). 

Capability Approach (CA) initially adopts a welfare economic and philosophical perspective 

(Nwati, 2015). However, in recent years CA progressed beyond the field of economics and 

philosophy because of its multi-dimensional framework and its nature to broaden and link 

disciplines through policy changes and implementation (Robeyns, 2008; Nussbaum, 2000; 

Kuklys, 2005; Walker and Unterhalter, 2007). In addition, the CA in education is in its 
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developing stage in both theory and practice as researchers in the field of education only used 

this approach in the last few years (Nwati, 2015). 

Education is still a contentious issue in South Africa because inequality persists on all 

educational grounds despite attempts made by the current government to heal the divisions of 

the past and the social inequalities promoted by the demise of government. Scholars such as 

Bakhshi, Hoffman and Van Ravens (2004, p.1) state that education for all is only achievable if 

“education provided is improved in ways that ensure that the learning needs of all people are 

met through equitable access to appropriate learning and that everyone is given the means to 

acquire recognized and measurable learning outcomes”. These scholars argue that education is 

a facility that enables freedom that constitutes hard sets of outcomes (ibid). 

Furthermore, Sen (1999) views CA as a normative framework that enhances the assessment of 

human development to expand their capabilities and freedoms to achieve functioning, which is 

of importance to them (Munje and Maarman, 2018). In a similar vein, Robeyns (2003, p.5) 

defines the CA as a normative framework that evaluates and assesses individual well-being and 

social arrangements in relation to policy design and proposal to effect social change and 

explains her view on the CA as operating in three levels (2003, p.8):  

• As a framework of thought for the evaluation of individual advantage and social 

arrangement; 

• As a critique of other Approaches to the evaluation of well-being and justice; and 

• As a formula or algorithm to make interpersonal comparisons of welfare or well-being 

(Robeyns, 2003).  

The CA framework is used to evaluate the nature of the capabilities sets of teachers and learners 

in assessment for learning practices, specifically looking at the freedoms and unfreedoms of 

teachers and learners when assessing and writing examinations. The CA resonates that for 

resources to be converted into achievable goals success in the output is determined by the 

capabilities possessed by all role players (Nwati, 2015). Such is the case of isiXhosa home 

language learners writing assessment tasks in Afrikaans Home Language needs a capable 

teacher to inculcate multilingualism in teaching and learning and assessment to increase learner 

performance. The school and all stakeholders within the education system need to change views 

and perceptions on alternative practices that challenge the monolingual regime still currently 

endorsed in a democratic society. It is for this reason that the CA is applicable because it 
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introduces the crucial role, differences in spaces and other existing dynamics within individual 

institutions impacting development or achievement (ibid). 

The CA suggests that underachievement could be circumstantial and can include many different 

contextual factors. In the case where two learners in an Afrikaans class are assessed by using 

the same standardised assessment tool, but one ignores the barriers operating on learners’ 

abilities to achieve, is the possibility that one could arrive at ambiguous or biased judgements 

(Sen, 1992, 1999). Therefore, this study uses CA as the basis to understand why some learners 

in the same grade or class perform better than others even if they have the same resources and 

are in the same communities. In the field of education, Nussbaum (2003, p.67) shifts the focus 

to what people can do and be and their capabilities, rather than on their mental states or the 

assets they have at their disposal. South African public schools hold a diverse number of 

students in terms of race, language, values, beliefs and culture. Shifting the focus on what 

people can be or based on their abilities is relevant in this study as isiXhosa learners in Afrikaans 

Home Language classes due to various reasons should be acknowledged through 

accommodation in language assessment to encourage diversity as well nurture individual 

capabilities. Sen (1992) argues that diversity is an enabler for people or institutions and allows 

them to progress differently even in cases where they are exposed to the same amounts of 

primary goods. 

In addition, Sen (1992) elucidates that equality is judged in terms of the comparison of 

particular aspects relating to a person’s income, wealth, happiness, liberty, opportunities, rights, 

need-fulfilments and languages with the same aspects of another person. Based on the aims of 

the Constitution of the Republic of South Africa (RSA, 1996) equality in terms of education 

and other social arrangements, was not considered for the previously disadvantaged majority 

of South Africa. Unfortunately, it seems that inequalities in terms of education, funding, job 

opportunities, and language options for teaching and learning still prevail. 

2.7.5 Capability sets 

The CA has capability sets, which are criteria used to assess and determine what a person or 

institution can do or be (Maarman, 2009) and includes; “freedoms and unfreedoms, 

interpersonal and inter-social variations, personal diversities, systemic contrast between groups, 

the relationship between primary goods and wellbeing, spatial inequalities, and particular 
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needs, interests and desires at a particular time” (Sen, 1992, pp.27-28) and will be explained in 

the context of this study as follows:  

• Freedoms in CA refer to the opportunities or choices a person/institution has that 

influence his/her ability to achieve certain objectives. Unfreedoms refer to the 

hindrances of a people/institution’s capacity or ability to achieve, and certain choices 

by the individual/institution are not because of limited available resources and/or 

capabilities, but because of the immediate circumstances, they find themselves in. 

• Interpersonal & Inter-social variations- are related to different person’s personal and 

social characteristics, which can lead to substantial interpersonal variations when it 

comes to the conversion of resources and primary goods into achievements. 

• Personal diversities- Human beings have different external and personal characteristics. 

Diversity in internal characteristics relates to age, gender, general abilities, particular 

talents, proneness to illness, and so on) and external circumstances relate to ownership 

of assets, social backgrounds, environmental predicaments, and so on).  

• Particular needs, interests & desires at a particular time- Extensive human diversity 

changes the focus of importance in the sense that two people can have the same primary 

resources, but their needs and desires may differ at a particular time. The case of a 

multilingual person writing an examination in a less proficient language hoping to go to 

university will differ from a multilingual person writing with no desire to go to 

university. 

• Relationship between primary goods & well-being/freedoms- The distinct relationship 

between primary goods (including income, and resources of learning) and well-being 

may differ because of personal diversities and the possibility of converting primary 

goods (including income and resources of learning) into achievements of well-being 

and success.  

• Individual variations (abilities, predispositions, physical differences etc.) relate to two 

people having the same amount of primary goods and having different freedoms to 

pursue their ideas of the goods. In the case of a teacher having the ability to code-switch 

during teaching and learning to assist multilingual learners but not free or restricted 

because of own viewpoints or school and national policies.  

• Systematic group contrasts (men vs women, white vs black, rich vs poor etc.) relate to 

the contrast between women and men in certain respects such as leadership positions, 
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styles and goals. The same amount of primary goods or resources by both genders can 

be utilised differently as a woman leading a school might focus on the learners and their 

abilities whereas a man might only focus on uplifting the status of the school. 

• Spatial inequalities (different spaces, e.g., neighbourhoods, schools, cities, rural etc.)- 

Some spaces such as schools are traditionally associated with claims of equality in 

political, social or economic circumstances. Societies and communities, one belongs to 

offer very different opportunities. In the case of multilingual learners and foreign 

immigrants being taught and tested in a less proficient language without proper 

assistance through policy, intervention is marginalized and the right to social justice is 

denied. 

• Individually Valued Objectives and Group Valued Objectives- There is a variation in 

the relationship between primary goods and the freedom to pursue one’s objectives of 

wellbeing because we do not only differ based on our inheritance and language but also 

our characteristics and the variations in the contrast between groups.  A case in point is 

where some languages such as English are placed on top of other languages at the 

expense of learners’ well-being because they do not have the freedom to express 

themselves in a language that they are comfortable with when doing both oral and 

written assessments. 

The following capability sets by Sen (1992) will be evaluated to help the researcher answer the 

research questions by focusing on Personal diversity, Freedoms and Unfreedoms and Particular 

needs, interests and desires at a particular time. The Capability approach and capability sets are 

applicable in this study because capabilities in multilingualism in assessment for learning were 

investigated to evaluate what learners can achieve when implementing multilingualism in 

teaching and learning and assessment practices as potential scaffolding for AHL. The capability 

set personal diversity is applicable in the study because learners participating in the study are 

purposefully selected because of their language and cultural diversity. Freedoms and 

unfreedoms of both teachers and learners were explored to evaluate to what extent they can 

make changes in assessment practices. Lastly, particular needs, interests and desires at a 

particular time at the time of assessment were evaluated. 
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2.7.6 Justification of CA in the study 

This research finds that the CA theories of Sen (1992) can be applied to South African schools 

because learners’ actual abilities to achieve in relation to the functioning of achievements are 

evaluated and interrogated. The experiences of teachers and learners inside a multilingual 

classroom and in exam settings are often overlooked or ignored by policymakers and 

departmental officials within the field of education hindering multilingual learners’ ability to 

achieve educational functioning that is of value to them. Language ideologies created through 

colonialism combined with other factors impose unfreedoms on teachers and learners in 

classroom and exam settings, which often hinders achievement on the part of the learners. The 

CA is therefore applicable to this study because it focuses mainly on capability and functioning. 

Sen (1987, p.36) describes “a functioning as an achievement whereas a capability is an ability 

to achieve”. The relevance of CA in this study is found based on Sen’s (1992) and Robeyns’ 

(2006a) views and are explained below: 

• Sen (1992) describes education as a basic capability, part of a centrally important being 

and doings that bear crucial to well-being.  

• The CA evaluates policies in relation to the impact it has on people’s capabilities. 

• In the view of Robeyns (2006b), applying the capability approach in academia and 

policymaking heightened in the last decade.  

The study also uses Capability sets. The Capability sets include those variables embedded 

within the CA and are used to explore and explain the nature of learners’ capabilities and 

experiences in monolingual exam settings as well as teachers’ capabilities to enhance 

functioning within learners to achieve through intervention strategies using multilingualism as 

language practice.  

2.7.7 Critiques of CA 

Many researchers critically assessed the Capability Approach. As Robeyns (2006b) echoes, CA 

has attracted a growing number of researchers, policymakers and other public actors. The CA 

are rooted in the works of Adam Smith, Karl Marx, and Aristotle, and above all, the Rawlsian 

theory of Justice as Fairness (Sen, 1976, 1989 and 1992; Nussbaum and Sen, 1993). Firstly, 

(Nussbaum, 2000; 2003) mentioned the CA has been widely criticised for its lack of a standard 

set of capability sets and functioning and postulates that many scholars and policymakers 
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believe that this kind of gap hampers the usability and validity of the approach impacting on 

method interpretation and implementation (Robeyns, 2005, 2008). Sen (1989 and 1999) takes 

note of the gaps highlighted but argues for flexibility in the CA so that researchers can choose 

their own capability sets based on the individual spaces, goals and circumstances of a particular 

subject of study. Sen (1993) further argues that allowing a researcher to have free will to choose 

capabilities based on individual specificities can lead to more flexible and comprehensive 

interpretations and outcomes for research-based individuals or individual situations because he 

emphasises the value of flexibility in research to the extent that he states that one can either be 

vaguely right than be precisely wrong in social investigations and measurements (Sen, 1989, 

p.45). 

The practical significance of the CA in relation to policy-making and empirical assessment also 

came into question by some researchers as they questioned how operational the framework in 

terms of is being a realistic alternative due to the nature of economic perspectives where 

economists typically rely on measurement of real income and the kind of practical cost-benefit 

analysis, which is grounded in Marshallian consumer theory (Sugden, 1993, p 1953). Even 

though scholars critiqued the relevance of CA as a theoretical framework for research, many 

scholars still view CA as a work in progress that could potentially afford scholars an opportunity 

to develop various applications based on their contexts, approaches and interests (Alkire, 2008). 

It is because of these critiques that CHAT (see Chapter Three) is complementary and used with 

CA in this study.  

2.8 Conclusion 

This chapter discussed literature relevant to this research study. The focus of the discussion was 

the challenges of multilingual learners in exam settings having to perform assessment tasks in 

a less proficient language. Furthermore, this review aims to set a trajectory for a clearer 

understanding of why meaning making in language literature work and assessment remains a 

challenge for multilingual learners resulting in learner underperformance, particularly in poor 

schooling communities and why it continues to surface as a challenge even more than twenty 

years into our new democracy, despite efforts made by the government, through policy 

regulations. It also closely examines the social justice issue relating to language ideologies in a 

democratic South Africa that is yet to acknowledge diversity in practices. It further highlights 

the gap in policy and practice in terms of multilingual learners, classroom practices and 
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assessment. The CA as a theoretical framework was explained through the lens of Amartya Sen 

to locate and interpret the study. The next chapter explains and elaborates on the research 

paradigms, including the research samples and description of participants, CHAT as 

methodological framework, data collection process, data analysis and ethical considerations. 
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CHAPTER THREE 

RESEARCH METHODOLOGY 

3.1 Introduction 

This chapter presents the overall research design, approach and methods used to answer the 

research questions. This interpretative qualitative case study adopts the Cultural Historical 

Activity Theory (CHAT) and uses a Cape Town high school as a research site, specifically two 

Grade 10 Afrikaans Home Language classes. A detailed account is given of the methods of data 

collection, and ethical considerations and the chapter concludes with a section on validity and 

reliability. The participants are discussed and guided by the code of ethics, which protects the 

rights of the participants to anonymity and privacy for validity and reliability.  

3.2 Interpretative Qualitative Case Study Paradigm 

Sikes (2004) states that research paradigms are frameworks used for what is observed and how 

we reason. This study adopted an interpretative paradigm because people constantly interpret 

and construct meaning while interacting with others in situations and this allows them to get 

insights and form clear understanding. Henning, Van Rensburg and Smit (2004) use metaphoric 

expressions to give their view of the interpretive framework and are of the opinion that the 

qualitative researcher seeks to unlock the truth about the world using experience from selected 

participants. Through this, I hoped to understand other influential factors that contribute to 

meaning making or impact learners’ academic performance. Employing the interpretive 

paradigm exposed the researcher to several issues such as: 

• The knowledge of various language practices that impact the meaning making;  

• The use of existing language resources to achieve intended goals; and 

• The availability of capabilities to convert existing resources into functionings. 

Interpretivism predominantly focuses on the understanding of human actions by emphasizing 

the participants’ reflection regarding their actions and experiences when engaging in qualitative 

research activities (Fossey, Harvey, McDermott and Davidson, 2002). This study, therefore, 

focused on the qualitative approach to understanding teachers’ and learners’ experiences in an 

Afrikaans Home Language classroom by getting their in-depth view of classroom practices 

during teaching and learning.  
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The qualitative approach was most suitable to respond to the research aims because the study 

focused on the actions, views, thoughts, and words of the participants (Denzin and Lincoln 

(2005). The role of the qualitative researcher is immersed in the process while attempting to 

generate new understanding through the study of humans in their natural settings. As such, 

qualitative researchers are regarded as learners in the field at every stage of the research because 

they continually learn from data generated during the research journey (Rossman and Rallis, 

2003).  Employing the qualitative approach enabled the researcher to engage with the feedback 

of participants as it provided valid insight for analysis in relation to: 

• Teachers’, learners’ and parents’ perspectives and experiences on the use of Afrikaans 

as a language of teaching, learning and assessment in multilingual classrooms; 

• The nature of support that current teaching, learning and assessment practices offer to 

learners in making meaning of Afrikaans Home Language content in Grade 10; and 

• The intervention is designed to encourage multilingualism as a strategy that could 

enable learners to make meaning during Afrikaans learning, teaching and assessment. 

Hancock (1998) asserts that the strength of the qualitative approach is that it creates expanded 

opportunities for the researcher and increases his or her understanding completely and 

expressively.  

Furthermore, a case study research approach is used because it is characterized by the vast 

opportunities to select several data sources that allow more opportunity for an in-depth and 

overall understanding of the subjects and the context and the case (Ary et al., 2006). In addition, 

Hancock (1998, p.6) found that a case study presents a relationship between the value of the 

case study and the in-depth analysis of a single or smaller number of units because a case study 

primarily focuses on the interaction between factors and events. The use of a qualitative case 

study was considered suitable for the research and investigation of strategies to assist 

multilingual learners during Afrikaans’ home language, learning, teaching and assessment. 

Therefore, the strategies and tools associated with this study are unique to the research project. 

In addition, Hancock and Algozzine (2006) state that the focus on individuals and groups in 

their natural contexts, bounded by space and time are common characteristics in case studies. 

This is due to their descriptive nature, which is grounded in a wide range of sources. 

Consequently, when studying a phenomenon using qualitative research, questions such as why, 
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what and how are asked in any in-depth investigation (Gerring, 2007). In the following section, 

I describe the research site and participants.   

3.3 Description of Research Site and Participants 

In this section, I describe and justify my selection of the research site and participants. 

Qualitative sampling focuses on the selection of appropriate sites and participants (Fossey et 

al., 2002). This study used a purposive sampling method of two grade 10 classes in making 

meaning in Afrikaans Home Language classes. Cohen, Manion and Morrison (2000, p.103) 

state that: 

The purposive sampling technique is used when the researcher handpicks the 

cases to be included in the sample based on their judgement of their typicality 

and experiences of the central phenomenon being studied. 

As already mentioned in Chapter One, the school was purposively sampled because it offered 

a space where there are tensions between the realities of multilingual practices and the ideal 

policy. The school has grown over the years and accommodates about 1240 learners with a 

teacher staffing of 30 and 2 School Governing Body paid teachers. The teacher-learner ratio 

ranges between 1:58 and 1:43 as the school cannot afford more additional teachers because 

school fees are paid at an extremely poor rate to no payments. The school has a balance between 

novice and experienced teachers. With this combination of knowledge, the learners can benefit 

from developing holistically. This is the reason why parents decide to enrol their children in 

this Afrikaans-dominant school irrespective of the fact that their children are not home language 

speakers of the school’s LoLT. 

In addition to the research site, 5 Afrikaans language teachers were selected to get an overview 

of their experiences of teaching and assessing isiXhosa learners in the Afrikaans Home 

Language classes. Table 3.1 below presents the biographical information of teachers. 

Table 3.1: Teacher biographical information 
Teacher Codes Gender Post Level Teaching 

experience 

Subject specialisation Grade’s 

teaching 

TM1 Male 1 25years Afrikaans HL 10, 12 

TF1 Female 1 8years Afrikaans/ History 9, 10, 11, 12 

TF2 Female 2 34years Afrikaans HL. Afrikaans FAL 10, 11, 12 

TF3 Female 1 1 year Afrikaans, English 9, 10,11 

TF4 Female 1 31years Afrikaans HL/ English FAL 9,10,11 
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Initially, I envisaged five teachers (2 males and 3 females) to participate in the study. However, 

one male teacher declined, and I added a fourth female teacher who was willing to participate. 

The teachers’ names are captured in codes TM1 (Teacher Male 1) for the male teacher and TF1 

(Teacher Female 1) - 4 for the female teachers. The table highlights teachers’ post level, 

teaching experience, subject specialisation, and grades they teach. Teachers that participated in 

the study were two males and three females with teaching experience varying between 1 year 

to 38 years and they mainly specialise in languages with Afrikaans as a core subject of teaching. 

Apart from the 5 teachers, I purposively selected 26 learners despite my initial thought of 40 

learners. As I rolled out the study, only 26 learners completed the assent forms, completed the 

questionnaires, and formed part of the focus groups. Table 3.2 below provides biographical 

information about the 26 learners.  

Table 3.2: Learner biographical information 
Learner 

Codes 

Gender 

 

Age 

15-16 

Age 

17-18 

Year level in 

Grade 10 

Home Language 

 

Preferred 

LoLT 

LG1 F √  1 isiXhosa Afrikaans 

LG2 F √  1 isiXhosa Afrikaans 

LG3 F √  1 isiXhosa Afrikaans 

LG4 F √  1 isiXhosa Afrikaans 

LG5 F  √ 2 isiXhosa Afrikaans 

LG6 F √  1  Sepedi, IsiXhosa Afrikaans 

LG7 F √  1 isiXhosa Afrikaans 

LG8 F √  1 isiXhosa Afrikaans 

LG9 F √  1 isiXhosa Afrikaans 

LG10 F √  1 isiXhosa Afrikaans 

LG11 F  √ 2 Tswana, isiXhosa Afrikaans 

LG12 F √  1 isiXhosa Afrikaans 

LG13 F √  1 isiXhosa Afrikaans 

LG14 F √  1  isiZulu, isiXhosa Afrikaans 

LG15 F √  1 isiXhosa Afrikaans 

LG16 F √  1 isiXhosa Afrikaans 

LG17 F √  1 isiXhosa Afrikaans 

LB1 M  √ 2 isiXhosa Afrikaans 

LB2 M √  1 Sepedi, IsiXhosa Afrikaans Afrikaans 

LB3 M  √ 3 isiXhosa, Afrikaans Afrikaans 

LB4 M √  1 isiXhosa, Afrikaans Afrikaans 

LB5 M  √ 2 isiXhosa Afrikaans 

LB6 M √  1 isiXhosa Afrikaans 

LB7 M √  1 isiXhosa Afrikaans 

LB8 M  √ 2 isiXhosa Afrikaans 

LB9 M √  1 isiXhosa Afrikaans 
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The Table illustrates the codes used by each participant (Learner Girl 1 and Learner Boy 1) and 

depicts learners’ gender, age, years in grade, home language and the choice of language of 

teaching and learners. It can be observed from Table 3.2 that most female learners participated 

in the study. Furthermore, as can be seen, the learners’ ages ranged from 15 years to 18 years. 

Most of the learners appear to be age-appropriate for the grade as it is their first year in Grade 

10. However, the minority learners who were 17-18 years repeated Grade 10 twice or thrice. 

Furthermore, many learners indicated that their home language is isiXhosa, with two of the 26 

learners indicating Sepedi as their home language and one indicating Tswana and one other, 

which is isiZulu. Moreover, all the learners preferred Afrikaans as LoLT. Thirdly, I describe 

the biographical information of the parents. Initially, I planned to have 40 parents but only 20 

parents willingly participated as shown in Table 3.3 below.  

Table 3.3: Parent distribution 
Parent Code Gender 

 

Age 

35-49 

Relationship Code of Child Home Language 

 

PM1 M √ Father LG1 isiXhosa 

PM2 M √ Father LG2 isiXhosa 

PM3 M √ Father LB3 isiXhosa 

PF1 F √ Mother LB1 isiXhosa 

PF2 F √ Mother LB2 isiXhosa 

PF3 F √ Mother LG3 Sepedi, IsiXhosa 

PF4 F √ Mother LG4 isiXhosa 

PF5 F √ Mother LB5 isiXhosa 

PF6 F √ Mother LG6 isiXhosa 

PF7 F √ Mother LG7 isiXhosa 

PF8 F √ Mother LG8 Tswana, isiXhosa 

PF9 F √ Mother LB9 isiXhosa 

PF10 F √ Mother LG10 isiXhosa 

PF11 F √ Mother LG11  isiZulu, isiXhosa 

PF12 F √ Mother LG12 isiXhosa 

PF13 F √ Mother LG13 isiXhosa 

PF14 F √ Mother LG14 isiXhosa 

PF15 F √ Mother LG15 isiXhosa 

PF16 F √ Mother LG16 Sepedi, IsiXhosa, Afrikaans 

PF17 F √ Mother LG17 isiXhosa, Afrikaans 

 

Table 3.3 illustrates the parents’ gender, age, relationship and home language. The parents’ 

identification codes were linked to their children’s codes (PM1 for Parent Male 1 and PF1 for 

Parent Female 1). The data in the table illustrates that the majority of participating parents were 

mothers and only three fathers. Furthermore, parents’ ages ranged from 35-49 years. Parents 

seemed to be the younger generation who were directly and highly affected by poverty and 
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unemployment. Furthermore, the majority of parents indicated that their home language is 

isiXhosa, with two of the 2 parents indicating Sepedi as their home language, one indicating 

Tswana, and one other are isiZulu. It is worth mentioning that the parents of six of the learners 

(LB4, LB6, LB7, LB8, LG5, and LG9) did not participate even though they released their 

children to be part of the research.  

3.4 CHAT as Methodological Research Approach 

This qualitative research study is guided by formative intervention, which creates opportunities 

for teachers to reflect on their practice and use it as a guide for formative intervention (Mbelani, 

2019). According to Engeström (2011), formative intervention aims to improve and stimulate 

the development of activity and is usually framed in terms of CHAT. Daniels, Cole and Wertsch 

(2007, p.522) elucidate that the aim of CHAT is “to analyse the development of consciousness 

within practical social activity settings”. 

There are four different generations of CHAT. For this study, only three generations will be 

discussed. The first generation includes a subject such as teachers, learners and interventionists, 

an object, which focuses on the problem space and motive such as isiXhosa learners writing 

Afrikaans subject assessment as home language, and the tools used to reach the objective such 

as mediation and scaffolding to support multilingual learners writing’ Afrikaans subject 

changes questions and statements using multilingualism as a strategy to support learners. The 

second generation considers a wide range of perspectives such as rules, the community, and the 

division of labour (Engeström, 1987). These elements consider the fact that individuals are 

nested into social systems. The third generation provides “the intersection of two activity 

systems working towards individual and collective goals” (Barrett-Tatum, 2015, p.4) and was 

employed in this study. Moreover, CHAT’s key principles, namely object-orientedness, 

mediation, historicity, expansive learning, multivoicedness and contradictions, were employed 

to raise awareness of discourses that condition meaning making in AHL classes in Grade 10. 

The below Figure gives a brief explanation of the intersection of the two activity systems. 
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Figure 3.5: Two interacting systems (Engeström, 2001, p.136) 

Furthermore, this study is underpinned by formative intervention research, which has two 

foundational methodological principles namely, the principles of double stimulation and 

ascending from the abstract to the concrete, which when combined the two principles form 

transformative agency (Engeström, Sannino and Virkkunen, 2014).  

Double stimulation is often perceived “as a cognitive technique that can enhance problem-

solving and concept formation” (Engeström et al., 2014, p.120). Furthermore, Sannino (2011, 

p.584) sees the principle of double stimulation as “the mechanism with which human beings 

can intentionally break out of a conflicting situation and change their circumstances or solve 

difficult problems”. According to Engeström et al. (2014, p.124), ascending from the abstract 

to the concrete entails “how individual volitional actions of breaking away from the old grow 

into a new concrete collective activity with the help of the direction and vision crystallized in 

the germ-cell abstraction”. It is important to note that these principles should be in line and 

connected with the targeted intervention and not be viewed as abstract (Engeström et al., 2014, 

p.119).  

This study focuses on isiXhosa as a resource used in Afrikaans Home Language teaching and 

assessment. The principle of double stimulation was thus applicable as learners will use their 

isiXhosa home language as a problem-solving technique (the mechanism) to break out of 

conflicting situations (that is lack of make-meaning of concepts and instructions demanded in 

the Afrikaans Home Language) to solve their difficult problems. These two principles are 

applicable in this study as the surfacing contradictions identified through the CLW are seen as 

springboards for change, which form the basis for transformative agency.  
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Engeström (1987) conceptualised the theory of expansive learning, which is based on ascending 

from the abstract to the concrete. The theory of expansive learning focuses on the learning 

processes that transform the subject of learning from the individual to a collective activity 

system or a network of activity systems (Engeström et al., 2014). This leads to the “formation 

of a new expanded object and pattern of activity oriented to the object” (p. 122). In this respect, 

the transformative agency emerges as goes beyond the individual because it seeks possibilities 

for collective change efforts. Transformative agency thus focuses on the development of 

participants’ joint activity by explicating and envisioning new possibilities (ibid). The 

expansive learning theory will be discussed in detail in sub-section 3.4.1. 

As illustrated in the above Figure, the two activity systems are represented in this study by the 

out-of-classroom system comprising mainly IsiXhosa language, and the in-class activity system 

that comprises Afrikaans HL. The individual and collective goals offered a third space (already 

mentioned in sub-section 2.6. 1 in Chapter Two), where multilingualism was used as a strategy 

for meaning making during teaching, learning and assessment. These two are related in the 

sense that the CHAT underpins all that concerns multilingualism in this study. In the third 

space, “dialogue, multiple perspectives and networks of interacting activity systems” 

(Engeström, 2001, p.136) were explored and facilitated through multilingualism. This third 

space allowed the opportunity to closely look into the division of labour and reinforcement of 

unsaid rules in terms of the role of the teacher, AHL learners, and the researcher. This study 

had similar object-orientedness because the motive that drove the study was to ensure that both 

activity systems advance the meaning making of all Grade 10 learners. Mediating tools were 

supporting drawing on both concepts of mediation and scaffolding in Vygotsky’s (1978) social-

cultural theory. These tools focused on teaching and learning and assessment strategies to 

enhance and evaluate meaning making as learners participated in teaching and learning 

activities in class with and without multilingualism as a strategy to compare the performance 

and results of learners. 

3.4.1 Research process and research phases for formative intervention 

This study has four main phases, which are informed by CHAT’s expansive learning cycle, 

which will be elaborated on in Chapters Four to Seven. Figure 3.6 below represents the seven 

steps of the expansive learning cycle, which are condensed into four main phases and respond 

to the study’s research questions. 
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Figure 3.6: CHAT Expansive learning cycle (Engeström, 1999, p.382) 

This study had two change laboratory workshops, one in Phase 2 and one in Phase 4, which is 

guided by double stimulation. The first change laboratory workshop is in Phase 2 and the second 

change laboratory workshop is in Phase 4. This study acknowledges through double stimulation 

a dialogue happens that brings out the multivoicedness of teachers, learners and parents. 

Furthermore, formative interventions, particularly change laboratories, are often used in change 

efforts in workplaces and organisations such as schools and classrooms (Engeström et al., 

2014). These scholars elucidate that the strength of these change laboratories lies in their 

compact but compressive character of gathering data in such interventions. However, CL 

usually focuses on teachers as participants and not students, which these scholars highlight as 

a possible limitation. Even though teachers were at the centre of the study to ensure the 

sustainability of the ongoing intervention strategy, this study used learners as participants to 

challenge the view of a teacher-centred approach as well as to “build on children’s potential as 

change-makers in local communities and global challenges” (Engeström et al., 2014, p.125). 

3.4.2 Phase 1 - Situational analysis 

This phase combines Steps 1 and 2 of the expansive learning cycle and aims to respond to the 

first two subsidiary research questions, which seek to establish: 

• What are teachers’, learners’ and parents ‘perspectives and experiences on the use of 

Afrikaans as a language of teaching, learning and assessment in multilingual 

classrooms?   
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• How do current teaching, learning and assessment practices support learners in making 

meaning of Afrikaans Home Language content in Grade 10? 

During this phase, the interventionist researcher used questionnaires, conducted interviews 

(one-on-one and focus group), observed lessons and assessment practices, and collected 

documents from teachers, parents and AHL learners to represent many voices of using isiXhosa 

during Afrikaans Home Language lessons. Phase 1 intended to surface contradictions, which 

are viewed by Engeström (1999, p.381) as the “motive force of change and development within 

and between activity systems”. Identifying contradictions can open the doors for expansive 

learning (Engeström, 2011). Employing the third generation created the opportunity to 

understand and analyse the development of consciousness within the meaning making of 

formative assessment tasks in AHL subject as a unit of analysis. During Phase 1, the researcher 

aimed to highlight that this study does not adopt or condone a one-shoe-fits-all approach. Since 

expansive learning refers to learning “what is not yet there” (Engeström, 2004, p.4) the intended 

scaffolding of multilingualism is what is not there yet and implies that human beings have the 

potential to be transformed, which will enable them to achieve the full benefits.  

The following tools were used to evaluate learners’ performance and meaning making in 

literature without intervention strategy: 

• During the lesson, the activities were based on the drama textbook, Die Testament2and 

learners had to answer. 

• An observation worksheet during lessons to capture learners’ gestures, interactions, 

attitudes and responses during classroom teaching and activities. This was videotaped. 

During individual tasks with learners, it was expected that the learners are well prepared and 

that the tasks were thought through by the teacher. Learners were expected to give answers and 

grounds to substantiate their answers. Through this process, meaning making was assessed. The 

role of the teachers was merely seen as the evaluator and facilitator. Upon planning the task, 

the teacher considered the following: 

 

• The context of the learners (socio-economic and cultural diversity); 

 

2
Die Testament: It is the book used for drama literature in Grade 10 Afrikaans Home Language 
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• The language and conceptual level of learners; and 

• The level of questioning (using Bloom’s taxonomy). 

The multilingual strategies included a formative assessment to measure learners’ understanding 

through verbal feedback and written pre- and post-activities to evaluate learners’ understanding 

of the task at hand. The oral and written questions consisted of content-based questions derived 

from the prescribed drama Die Testament reading textbook. These questions were designed to 

collect information about the knowledge and understanding of the task and to evaluate their 

thinking and reasoning skills during oral and written tests for meaning making purposes. 

Classroom conditions that influenced learner attitude, discipline and motivation to learn were 

explored. For analysis and discussion see Chapter Four.  

3.4.3 Phase 2 - Designing and examining multilingualism intervention 

Based on the situational analysis in Phase 1, this phase incorporates Steps 3 and 4 of the 

expansive learning cycle in designing and examining a new multilingualism model for 

assessment. This phase aimed to respond to the third subsidiary question, “What intervention 

could be designed to encourage multilingualism as a strategy that could enable multilingual 

learners to make meaning during Afrikaans teaching, learning and assessment?” This phase 

occurred at the first change laboratory workshop with all participants.  

Change Laboratories are seen as tools used by researchers within the broad theoretical and 

methodological framework of developmental work research for transformation (Engeström, 

Lompscher, and Rückriem, 2005). To strengthen the framework of cultural-historical activity 

theory (CHAT) Leont’ev (1978) developed the theory of personal sense and Vasilyuk (1988) 

developed the theory of experiencing. These theories can be seen as beneficial for Change 

laboratories because it stimulates discussion to initiate future-orientated activities (Sannino, 

2008). In addition, conversations in Change Laboratory are conceptualized as experiencing and 

are seen as a dialogical process through, which individuals are supported to face conflicting 

motives and change their material circumstances (Sannino, 2008).  On the other hand, the 

concept of personal sense as a theoretical tool by Leont’ev (1978) is used to explain how 

conversations in the Change Laboratory led participants to envision and engage in 

implementing change in their practice (in this case multilingualism in teaching, learning and 

assessment). It is argued that individuals gradually develop their senses through discussions 

with others and this reconceptualizes the object of their practice. Thus, personal sense includes 
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the perspective of the individual through ongoing conversations and on the object of the 

activity. This is often regarded as a painful process because the discussion in CL often occurs 

in conflictive ways. Incorporating the theories of personal sense and experience in the Change 

Laboratory was beneficial for this study because teachers and learners could verbalise what is 

within with someone else for different perspectives that led to envisioning and implementing 

material changes (Sannino, 2008). 

Data from Phase 1 was used as mirror data to encourage double stimulation and the emergence 

of multi-voices. Afterwards, I posed questions to the participants to encourage reflective 

practice or reflexivity, in the words of Sannino (2008), to guide discussions after data was 

presented. Through reflexivity, participants can navigate between past, present and future 

activity systems to find possible solutions to the problematic situation.  

As mentioned above, the nature of this intervention is formative and allows for the presentation 

of tailor-made interventions (Engeström, 2011). In terms of the expansive learning cycle, it is 

very difficult to predetermine or pre-design the model of intervention without analysing the 

situation on the ground. For detailed analysis and discussion see Chapter Five. 

3.4.4 Phase 3 – Implementation of the new model 

This phase represents Step 5 of expansive learning. In this phase, the new model was 

implemented, and learners wrote a post-activity (activities using the change model) with the 

new model of multilingualism. Lesson Observation was conducted to evaluate how the changes 

are implemented in the classroom. Video, voice recording, photos and document analysis were 

collected. This phase required the use of the core components of multilingual pedagogy to be 

incorporated in written and oral assessment, that is, stance, design and shift. This intervention 

model was measured using post-activities, which is aimed at assessing learners’ written 

formative assessment to:  

• Find traces of multilingualism influences; and 

• As well as to assess variations in learner results upon implementation of the proposed 

multilingualism model for assessment and to act as scaffolding for isiXhosa home 

language learners in all classes. 

Chapter Six provides a detailed analysis and discussion of the above. 
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3.4.5 Phase 4 – Evaluation, reflection and consolidation 

This phase represents the evaluation, reflection and consolidation (Steps 6 and 7 of the 

expansive learning cycle) of the new model that was implemented. This study values the use of 

isiXhosa as a resource to use in Afrikaans classes as well as valuing parents’ decisions to choose 

the LoLT for their children. Furthermore, this study aims to bridge the current gap and to use 

isiXhosa as a resource if or (until) the aims of the National Development Plan of 2030 become 

a reality to ensure quality and equal education for all. Considering this, the study hopes that 

participants (teachers, parents and learners) took full responsibility and control for their own 

change. This study further hoped that this process resulted in the emergence of transformative 

agency and sustainability beyond the study where meaning making is the collective goal where 

activity systems isiXhosa in outside class vs Afrikaans in class embrace multilingualism as a 

third space. This study thus envisages to inculcate the sustainability of parents, teachers, and 

learners. It envisions that parents can continue to play a role as the isiXhosa assistants to 

teachers in strengthening multilingualism at home through encouraging the use of isiXhosa and 

Afrikaans interchangeably and supporting their children and teachers as well as the broader 

community.  

This study evaluated and consolidated the formative intervention strategy by initiating the 

second CL workshop that was videotaped. This process was twofold, it included: 

• A whole group discussion with teachers, learners and parents; and 

• The use of mirror data from Phase 3. 

Using this mode was aimed at showing the contradictions that surfaced in the first phase. In 

order to highlight the process, the study used double stimulation. Using the double stimulus 

required the study to use a data projector, video camera and concepts of theory. This was done 

to allow participants to see the information on the screen and at the same raise consciousness, 

which led to engagement in conversations. Moreover, the purpose of the whole group 

discussions with all the participants using double stimulation was to:  

• Elicit discussion amongst learners in the group; 

• Link it to learners’ experiences and connect the known with the unknown; 

• Motivate teachers, learners and parents to find out more about the intervention strategy; 
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• Draw teachers’, learners’ and parents’ attention to encourage participation and tap into 

their existing knowledge; and 

• Sensitize teachers to the common challenges that arise during group discussions to 

address them and give feedback in the whole group discussion.  

The discussion environment was arranged to facilitate whole group discussion so that all 

participants can have access to resources. Groups were structured in such a way to: 

• Encourage active engagement and discussion; and 

• Allow teachers, learners and parents enough time for discussion. 

This study is prompted by the expectation of various stakeholders in the education system 

regarding the academic performance of multilingual learners using a language foreign to them, 

in this case, isiXhosa home language speakers writing assessments in Afrikaans. The researcher 

set out to establish if poor performance on the side of the learners is exacerbated by the lack of 

language intervention strategies during teaching and learning and assessment and if it is linked 

to the lack of fair and just opportunities on the side of DBE, schools, SGBs and teachers that 

contradicts policy aims to create equal and fair opportunities for all. This stance was taken 

bearing in mind the role those individual capabilities, freedoms and unfreedoms of teachers, 

learners, parents and various stakeholders play in determining learner functioning in assessment 

settings. For analysis and discussion see Chapter Seven. 

3.5 Data Collection and Research Instruments 

To collect data for the above phases, the following data collection tools were used 

questionnaires, individual interviews, focus group interviews, lesson observation and document 

analysis to answer the main research question and address the research aims. 

3.5.1 Qualitative questionnaires 

McClure (2002) elucidates that a questionnaire is used to measure attitudes, facts or values held 

by individuals and questions may be open-ended and close-ended. Close-ended questions force 

responses and open-ended questions allow the participants to give a complete and 

comprehensive response (McClure, 2002). A total of 20 parents, 15 teachers and 26 learners 

completed a questionnaire consisting of both open and close-ended questions (See Appendix 

E). This was followed up by individual and focus group interviews. The questionnaires were 
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written in Afrikaans and English for the teachers and learners and English and isiXhosa for the 

parents. The reason for this was to allow participants to write in the language of their choice. 

Learners had a choice to write in isiXhosa and their responses were then later translated into 

English.  

The purpose of the questionnaire was to investigate multilingualism in assessment as possible 

scaffolding for the meaning making of AHL learners. In addition, to understand the perceptions 

of participants (teachers, learners and parents) regarding freedoms and unfreedoms in an 

assessment context. The questionnaire was also aimed at eliciting these participants' views and 

experiences as multilingual learners and are there/are there no strategies in place to enhance 

their capabilities to achieve functioning that is important to them. In achieving this purpose, the 

questionnaire was structured on the assumed basis of learners’ abilities to understand and 

answer simple straightforward questions. Teachers were given the questionnaires to complete 

on their own time. Learners completed their questionnaires at school in the main hall to adhere 

to COVID-19 protocols. The parents completed their questionnaires at home to give them time 

to process the questions and complete them in their own time. Due to COVID-19 regulations, 

the researcher ensured that COVID-19 protocols always prevail. It was also aimed at setting the 

platform for the focus group interview that was following. Furthermore, the questionnaire 

specifically highlighted in bold that participants should by no means write their names on the 

paper to ensure confidentiality and privacy. Participants were encouraged to write enough 

information to increase the reliability of data for the research project. 

3.5.2 Individual interviews 

The data collection methods include semi-structured individual interviews (see Appendix F) 

with teachers and are commonly used in qualitative research. Seidman (2013) views interviews 

as an important source of data collection because it allows the participants to speak freely about 

concerns and issues presented to them by the researcher, as well as issues that may arise because 

of the subject. Scholars such as (Babbie and Mouton, 2001, p.289) view individual research to 

be different from other types of interviews because “an open interview, which allows the object 

of study to speak for him/her/itself rather than to provide our respondent with a battery of our 

predetermined hypothesis-based questions”. Semi-structured interviews were conducted to get 

the perceptions and views of all 5 Afrikaans teachers, teaching and assessing isiXhosa learners. 

It also included questions relating to learners’ overall academic performance and level of 
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understanding of questions in terms of meaning making. The structure of the questioning was 

not in any predetermined order as the researcher created an environment to engage with 

interviewees around topics related to the main research question. In addition, the semi-

structured interviews consisted of a series of open-ended questions that emphasized the 

researcher’s intentions of what he/she wants to unfold by highlighting focus areas using an 

interview guide (Fossey et al., 2002). According to Babbie and Mouton (2001, p.289), a 

qualitative interview is an “interaction between an interviewer and a respondent in, which the 

interviewer has [a] the general plan of inquiry but not a specific set of questions that must be 

asked in particular words and a particular order” (Babbie and Mouton, 2001, p.289).  

All individual interviews were individually voice recorded in the teachers’ own classroom. The 

interview setting was arranged to ensure that teachers felt safe and comfortable in their own 

space. The researcher met before the interviews to explain the ethical considerations to ensure 

that participants know that they will not be named and that the interview will be treated with 

confidentiality. The interview was scheduled for 45 minutes to ensure participants are not under 

pressure. The interviews were conducted in English, but teachers were advised that they can 

answer in Afrikaans or isiXhosa. 

3.5.3 Focus group interviews 

The data collection methods also included focus-group interviews with 20 learners and 20 

parents. The focus groups were divided into groups of 5 to manage feedback from each 

participant. Hatch (2002, p.133) is of the view that “focus group data can be a valuable source 

for research triangulation” because “having data from a variety of sources can be very 

powerful” and it can both enrich and supplement data obtained from sources. In addition, 

Stewart, Shamdasani, and Rock (2007, p.11) state that supplementation is essential and 

necessary because “live encounters with groups of people will yield incremental answers to 

behavioural questions that go beyond the level of surface explanations”. The focus group 

interviews with participants were scheduled beforehand after ethical clearance was obtained 

and consent and assent were granted by relevant parties. Participants (parents and learners) were 

expected to answer questions under the theme of perspectives and views of parents and learners 

about learners’ overall performance in Afrikaans subjects. Learners’ understanding of 

multilingualism as scaffolding for meaning making and whether they understand the language 

used in assessment for learning tasks in Afrikaans subject was in question.  



 

59 

 

All interviews were voice recorded and transcribed and the actual names of the interviewees 

are not shown on the interview transcripts (See Appendix F). The researcher had a research 

assistant assist with translations and interpretation of interviews with parents and learners. In 

addition, the role of the research assistant was to assist the researcher to understand, making 

meaning and explaining the event where participants spoke in isiXhosa. The research assistant 

was chosen based on her language proficiency in isiXhosa and English. The research assistant 

was a fellow PhD student in the Language Education Department, Mrs Nolita Makaluza. She 

was a teacher by profession with 28 years of teaching experience in the GET Band. She was 

then the Head of Department and was teaching Grade 4 isiXhosa as a home language subject. 

Interviews were arranged after school so that the interview schedule did not impact her teaching 

schedule. I also asked her to transcribe the interviews. 

3.5.4 Advantages of interviews 

The advantage of interviews is that they aid researchers to collect in-depth information that the 

researcher could not obtain through questionnaires. What’s more, it creates a space to do follow-

up sessions on issues that emanated through classroom observations that were not necessarily 

part of the initial interview. It is for this reason that Hatch (2002) argues that interviewers tend 

to have specific questions in mind related to research questions upon conducting interviews but 

are often alerted to more questions due to the following reasons: in response to interviewees’ 

responses; when discussing occurs involving interviewees social context; the degree in, which 

a relationship is established during the interview process; and when fresh knowledge is 

generated during the interview. Therefore, issues that came up in classroom observations that 

did not sketch a clear picture, as well as those spontaneous unplanned actions with participants, 

were attended to in the interview sessions. 

3.5.5 Classroom observation 

According to Yin (1994, p.87), observation is an important aspect of data collection because of 

its significance. Stake (2008, p.450) elucidates that researchers’ using a qualitative case study 

method spend “extended time on-site, personally in contact with activities and operations of the 

case, reflecting and revising descriptions and meanings of what is going on”. These activities 

include classroom observations, playground communication and assembly. I took notes, 

reviewed documents and interacted with learners. Hancock (1998) states that observing the 
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participant is more reliable than doing interviews because interviews don’t always reflect 

behaviour as told by the interviewee.   

The advantage of using this technique is that it creates a space to get rich detailed descriptions 

of participants in action within their [research] environment (Kawulich, 2005).  Observation 

was very important in this research because I took note of the behaviour and activities triggered 

by the research. Both teachers and learners were videoed and photographed during classroom 

lessons. I asked for permission from the relevant parties (see Appendix D). Moreover, Creswell 

(2003, p.186) refers to observations as methods of data generation, which involved the 

researcher immersing him/herself in the research setting and observing the different dimensions 

of that setting. I had first-hand experience with teachers’ and learners’ behaviour and activities 

because I observed multilingual practices in the classroom that hopefully enabled multilingual 

assessment such as bilingual glossaries. My experience in the classroom hoped to confirm what 

Hancock (1998) claims that observation can also serve as a technique to verify and nullify 

information gathered in a face-to-face encounter.  

Before embarking on the fieldwork learners and teachers brought back their signed consent 

forms. This enabled the researcher to start the observations and videotape the lessons as per the 

scheduled times as arranged with the school, teachers, and learners. The total number of learners 

per class was about 50, but due to the COVID-19 pandemic regulations, only half of the classes 

were observed. Collection and gathering of classroom data required the researcher to sit in on 

lessons and took detailed field notes of classroom occurrences. During the classroom 

observation, one moving video camera and one voice recorder was used to record the classroom 

events. The moving video camera was modestly placed in the back of the classroom to record 

specific interactions on the chalkboard or capture learners’ reading and participation. The voice 

recorder was placed on the teacher’s table to capture the teacher’s voice in front of the class 

while engaging in teaching and learning. Learners’ writing efforts were captured by an 

additional cell phone camera. The diagram below illustrates the video positions and the voice 

recorder as captured during the classroom events. 
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Figure 3.3: Position of Camera and voice recorder for classroom 

The classroom observation aimed to portray real-life experiences of learners and teachers in the 

classroom and was done as unobtrusively as possible so that the flow of the classroom lesson 

was not disturbed. An observation schedule was prepared to ensure the accuracy of the recorded 

classroom events (see Appendix G). Teaching, learning and assessment in Afrikaans Grade 10 

classes were observed, to investigate patterns of multilingualism in teaching and learning and 

formative assessment of drama literature. Instances of multilingualism were thus observed 

between the teacher and learners. It had aspects of the kind of reading, speaking and writing 

activities conducted in the classroom as well as the language/s used for the activities. The lesson 

was observed from the beginning of the lesson until the end. The school dismissed at 13h00 

due to the pandemic, which meant the periods were only 45 to 50 minutes long. However, the 

duration of the lessons did not always adhere to the timetable as certain lessons took less time 

and sometimes took longer than the scheduled time.  

The observations gave me a glance at teacher attitudes to learner discipline and learners’ 

motivation to literary teaching and learning as well as the role of teachers in the learning space 

and environment. The observation was aimed at emphasizing the role that teachers play in 

enhancing learners’ capabilities to make meaning through teaching strategies and interaction, 

actual time spent on content and teacher approach towards multilingual learners. Furthermore, 

every action observed in class and outside and field notes were recorded to authenticate data 

for reference purposes. Specifically, teacher reactions and learner behaviour during classroom 

teaching and learning were very important in the quest to understand both teacher and learner 
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struggles to achieve functioning important to them and to mitigate challenges learners face with 

meaning making and learners’ attitudes and openness to seek additional assistance. Gathering 

data using this method made it easy to correlate information obtained through interviews and 

other informal interactions observed on the playground and assembly. I noted every action of 

the participants, their responses to questions and tasks as well as the personal viewpoints of the 

researcher regarding participants and their activities for analysis. Notably, the information was 

compared and cross-examined for credibility. 

3.5.6 Document analysis 

Both official and unofficial documents are other important sources of evidence. This is why it 

is so important to use documents as a source of evidence lies in the fact that it allows you to 

“corroborate and augment evidence from other data sources” (Yin, 1994, p.81). This study 

included document analysis. Like other analytical methods in qualitative research, document 

analysis requires data to be examined and interpreted to understand, make meaning, and 

develop empirical knowledge (Corbin and Strauss, 2008). Documentation included different 

written materials such as learners' writing activities, CAPS documents and LiEP to produce 

qualitative information (Yin, 2003). Documents are deemed “helpful in verifying the correct 

spellings and titles or names of organisations that might have been mentioned in an interview” 

(Yin, 1994, p.81). I examined the school language policy in relation to the LiEP and learner 

answer books. The purpose of the document analysis was to establish if the school’s policy 

adheres to regulations stipulated in the National Language policy. As in the words of Yin (1994, 

p.81), inferences can be made from documents if there is a contradiction in corroborating 

information from other sources and if the documentary evidence is contradictory rather than 

corroboratory. For Phase 1 (Chapter Four) and Phase 3 (Chapter Six), learners’ activities are 

used to corroborate their meaning making in literature before and after intervention strategies 

were implemented. It is important to note when making inferences they should be “treated only 

as clues worthy of further investigation rather than as definitive findings because the inferences 

could later turn out to be false leads” (Yin, 1994, p.81).  

In addition, documents were also used to assess learners’ written activities during classroom 

observations (drama text-based- short questions) with and without multilingualism as 

mentioned in Section 3.1 above. The question paper substituted teaching/reading language with 

other languages when writing, one language for reading and discussion and the other for 
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writing. The questions were designed at combining students’ language resources so they could 

be able to flexibly use both languages interchangeably. As mentioned above, the new model 

aimed to find traces of multilingual influences and assess if learner results varied when 

implementing the proposed multilingualism model for assessment as scaffolding for AHL 

learners. Moreover, data gathered through the various instruments were aimed at obtaining a 

comprehensive and meaningful answer to the research questions and were systematically 

analysed. The researcher was conscious of the analysis and avoided the potential problem of 

over-reliance on documents. 

3.6 Data Analysis 

Data analysis is the process of gathering data culminating in data analysis to sort out 

information and divide it into meaningful groupings (Neuman, 1997, p.421). According to 

Strauss and Corbin (1990, p.63) “the first step in data analysis” entails conceptualisation and 

breaking down of data through a process called open coding. When researchers use open 

coding, it means the data are: 

Taken apart an observation, a sentence, a paragraph [at the time], and giving 

each discreet incident, idea, or event, a name [or code], something that stands 

for or represents a phenomenon. (Strauss and Corbin, 1990, p.63). 

In addition, data analysis includes “examining, categorizing, tabulating, testing or recombining 

both quantitative and qualitative evidence to address the initial propositions of a study” (Yin, 

2003). Even though references were made to quantitative studies it is important to note that this 

study is qualitative. Moreover, Strauss and Corbin (1990, p.63) state that developing categories 

can be done based on their “properties (attributes or characteristics pertaining to a category), 

which can be dimensionalised (a process of breaking a property down into its properties)”. 

Researchers can therefore compare data due to “similarities and differences, and questions are 

asked about the phenomena as reflected in the data” (ibid, p.62). Furthermore, the data were 

analysed by using grounded theory because the researcher is guided by the data gathered in the 

field. Strauss and Corbin (1990, p.23) refer to grounded theory as a “theory that is inductively 

derived from the study of the phenomenon it represents” meaning it involves a process where 

data is “discovered, developed and provisionally verified through systematic data collection 

and analysis of data pertaining to that phenomenon”. This indicates that there is a relationship 

between data collection, analysis, and theory.  
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Since grounded theory suggests that data is verified through data collection and analysed 

according to a particular phenomenon is it arguable to group concepts accordingly? Strauss and 

Corbin (1990, p.65) term the process of grouping concepts related to a particular phenomenon 

as ‘categorising’ as these it is grouped under “a higher order, a more abstract concept called a 

category” (Strauss and Corbin, 1990, p.61). The order of data presentation is presented 

chronologically but in other instances, it is presented according to the flow of ideas presented 

by the participants. Furthermore, the data are grouped as follows: firstly, conversation analysis 

using individual and focus-group interviews to study the talk during the interaction.  

The purpose of the interviews was to collect raw data on the experiences of parents, teachers, 

and learners, which were analysed for research purposes. The researcher identified key features 

or relationships (themes, concepts, beliefs) and categorized them systematically. Secondly, the 

data were grouped as non-verbal analysis drawing on observations and field notes to monitor 

the behaviour of participants when administering assessments. The researcher searched for 

emerging patterns and trends to interpret carefully. Lastly, the written analysis includes 

questionnaires that focus on participants’ perceptions of Afrikaans language as a subject and 

their experiences when administering assessments for learning tasks. This helped the researcher 

to make sense of the data and to examine the relationship among concepts. Data were coded, 

grouped, evaluated, compared, and synthesized with CHAT as a methodological lens and CA 

as a theoretical lens. CHAT is used to surface contradictions and possible solutions to transform 

the situation through change laboratory workshops and engagement with participants. The 

Capability Approach is used as the lens to see how resources, or the lack thereof impact 

learners’ capabilities to enhance their learning process. 

3.6.1 Analysis of qualitative questionnaire 

This study used a thematic method to analyse data gathered through questionnaires. This 

method required that data be labelled, coded and categorized into major and sub-themes. In 

addition, Hancock (1998) believes that the process of labelling and coding every item under 

analysis is done to identify and recognise differences and similarities between various items. 

Before the start of the official fieldwork, the researcher piloted the questionnaires to:  

• Ascertain if the questions were suitable to address the research aims and objectives; 

• Validate the questions; and 

• Ensure the questions answer the research question. 
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Moreover, the researcher used questionnaires that focused on participants’ perceptions of 

Afrikaans language as a subject and their experiences when administering assessments for 

learning tasks. The purpose of the questionnaire was to investigate multilingualism in 

assessment as possible scaffolding for the meaning making of AHL learners. Analysing the 

questionnaires was done by identifying themes that were supported by evidence from the 

questionnaires as well as coinciding with the theoretical framework that underpins this study. 

Since the questionnaire was structured at eliciting participants’ views and experiences as 

multilingual learners there was a need to understand: 

• If there are/are there no strategies in place to enhance their capabilities to achieve 

functioning that is important to them.  

• The perceptions of participants (teachers, learners and parents) regarding freedoms and 

unfreedoms in the assessment context. 

The data was separated accordingly, which assisted me in easily identifying similarities in data 

gathered through various data tools used in the research and in analysing data. Analysing the 

data gathered through questionnaires was aimed at setting the platform for individual and focus 

group interviews as well as classroom observations. 

3.6.2 Analysis of individual and focus group interviews 

This study analysed data gathered through interviews using a thematic mode of analysis, which 

required that data be coded and categorized into major sub-themes (Brazeley, 2013). According 

to Ryan and Bernard (2003, p.58), “theme identification is one of the most fundamental tasks 

in qualitative research”. Themes are also viewed as “a pattern in the information that at 

minimum describes and organises the possible observations and maximum interprets aspects of 

the phenomenon” Boyatzis (1998, p.161). The researcher analysed transcribed data gathered 

through individual and focus group interviews using thematic mode. In doing so, it became 

evident that transcribing data in qualitative research is an important characteristic when 

analysing data due to its nature to ensure that data is accurate and valid.  

To begin with, the interviews were digitally recorded and stored on two devices for backup. 

The researcher transcribed all the data verbatim. What is more, my very first encounter with the 

participants (teachers, learners, and parents) unlocked the coding process as I noted and 

classified every valuable idea and moment that occurred from conversations. Secondly, I read 



 

66 

 

and re-read the transcribed individual interviews and focus group discussions bearing in mind 

the aims and objectives of the study, the research questions and the theoretical framework, 

which underpinned the study. Through that, I tried to understand data and identify emerging 

patterns and themes as well as to look for occurring trends of information surfacing during the 

different interview sessions (Fereday and Muir-Cochrane, 2006). Moreover, Ryan and Bernard 

are of the opinion that themes essentially develop when topics appear frequently and state the 

following “the more the same concepts occur in a text, the more likely it is a theme” (2003, 

p.89). The richness in data allowed the researcher to identify frequent similarities, which 

resulted from the emergence of sub-themes.  

Thirdly, to identify and crossmatch all types of data, I highlighted patterns and themes 

transversely (Brazeley, 2013). Doing so, helped me to control the oversized data and reduced 

chances to duplicate and repeat information unnecessarily. On top of that, I arranged 

information according to similarities and this allowed me to draw conclusions, highlight gaps 

and alert my attention to further action (Aronson, 1994). Lastly, in the early stages of gathering 

data, I linked data on language barriers to existing literature, as well as the experiences and 

challenges of teachers and learners attempting to convert existing resources and capabilities 

into functioning important to them.  

3.6.3 Analysis of observations 

Observations were another data tool used in this research to gather data. Therefore, the ongoing 

data analysis process through observations was also complemented by data gathered through 

individual and focus group interviews. As mentioned above, the study uses the thematic mode 

of analysis since conducting classroom observation using this mode allowed me to familiarize 

myself and engage with the data. Again, coming from the perspective that is driven by the 

research purpose and research questions along with the theoretical framework, the 

abovementioned mode enabled me to highlight the relationship between the aforementioned. It 

is important to note that while conducting the classroom observations I noted emerging patterns 

and themes and compared them with the different classes as well as with the individual 

interviews with teachers and the focus group discussion with both learners and parents. The 

reason for doing so was to:  

• Seek commonalities; 

• Identify and understand challenges that isiXhosa learners and teachers experience; 
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• Investigate learners’ and teachers’ capabilities; and 

• Understand variances in learner academic performance. 

Not only was each theme that was identified supported by evidence from my observations and 

linked to the theoretical framework underpinning the study (Brazeley, 2013) but also major 

ideas that emerged from the data collected via other instruments were separated and arranged 

according to the need to integrate the data from various instruments. Separating the data 

accordingly assisted me in easily identifying similarities in data gathered through various data 

tools used in the research and analysing data. This method was aimed at addressing research 

aims and objectives as well as answering the research questions that drive this qualitative 

research study and analysing all other methods was aimed at complementing and cross-

matching data collected through individual interviews and focus group interviews, observations 

and documents.  

3.6.4 Analysis of documents 

This study also used documents to gather important facts and information from participants. 

Documentation is viewed as a wide variety of materials that can produce qualitative data 

(Hancock and Algozzine, 2016). The school’s language policy was analysed in relation to the 

LiEP, to establish if the school’s policy is in line with the regulation stipulated in the National 

Language policy. Furthermore, learners’ written formative assessments with and without 

multilingualism were analysed to bring out the voice of the study and to give meaning to the 

many unspoken voices through different tools used. The question paper reflected the substituted 

reading language with other languages when writing, one language for reading and discussion 

and the other for writing. It also reflected the combination of students’ language resources 

existing in the LiEP and the influences on the patterns of learner performance. 

Since the study focused on a particular group of learners (isiXhosa home language learners 

enrolled in Afrikaans Home Language classes) it aimed to find out the following: 

• Why were isiXhosa learners enrolled in Afrikaans Home Language classes? 

• Their parent’s perception of Afrikaans; 

• Teachers’ experience and capabilities having to accommodate these learners in class; 

• The role that language played in learners’ ability to progress; and 

• Surfacing contradictions in relation to CHAT could be used as springboards for change. 
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3.7 Reliability, Trustworthiness and Validity 

Reliability and validity are guided by the principle of trustworthiness, and this is established 

when the findings strictly resemble participants’ views and what they have shared during the 

data collection process (Lincoln and Guba, 1984). These scholars identified a criterion to assess 

trustworthiness and add that dependability, reliability, credibility, validity, and conformability 

are needed characteristics in a qualitative study. A qualitative study can therefore not be called 

transferable unless it is credible, and it cannot be deemed credible unless it is dependable 

(Babbie and Mouton, 2001, p.277). Fossey et al. (2002) posit that the reliability and validity of 

the instruments used in a study are important so that the accuracy and objectivity of the research 

process are maintained throughout the study. To achieve this, it means that the correct 

instruments are constantly used to measure the phenomena that are being investigated.  

Since triangulation is imperative to validate and ensure reliability, different methods were used 

including individual interviews, focus group interviews, observations and documents for 

meaning making and strengthening arguments presented in the study heightens the suitability 

and advantage of qualitative research (Ary et al., 2006). Triangulation entails asking different 

questions and seeking different sources by using different methods and is the ideal way to 

provoke different constructions of reality that exist within the context of a study (Babbie and 

Mouton, 2001).  

This study used individual interviews, focus group interviews, questionnaires and documents 

to ensure conformability and ensure triangulation. Using these different techniques enhanced 

trustworthiness and credibility within the context of the study. After the professional 

transcription of the interviews, the researcher cross-checked the transcripts of the audio-visual 

recordings with each of the participants. That increased the reliability and validity of the data 

obtained through the interviews. The categories and themes were linked to the theoretical 

framework used as a lens in the study. Using various data tools to gather data enabled the 

researcher to measure and link data obtained through questionnaires, observations and 

individual and focus group interviews. This also assisted the researcher to gain insight into 

learner and teacher capabilities while learners write assessments and teachers set up question 

papers as well as asserting whether the new model used in assessment answered the questions 

if a potential model could enhance meaning making of isiXhosa learners writing in Afrikaans 

Home Language. 
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3.8 Ethical Considerations 

Ethics represents respect and helps to clearly distinguish between what is right and what is 

wrong. Ethical issues begin with interaction with living species such as human beings, animals 

and the environment and with these interactions potential conflicts of interest arise. (Babbie and 

Mouton, 2002). Furthermore, when it comes to researchers engaging in social scientific 

research, these scholars assert that researchers need to be aware of the general agreements 

amongst researchers in terms of the behaviour of/and conduct involving scientific enquiry. 

Researchers are required to enter into an ethical agreement with the participants in the study. 

Before conducting the interviews, the researcher advised the participants that: participation is 

voluntary; they are at liberty to withdraw at any stage of the research without undesirable 

consequences; consent forms outlined handling of responses in terms of confidentiality and 

purpose of referencing; anonymity will be ensured at all costs, and transcription of interviews 

will be anonymized. 

3.8.1 Letters from authorities to give consent 

Research ethics permission for this research project was obtained from the University of the 

Western Cape’s Education Higher Degree Committee (EDUHD) and Senate Higher Degrees 

Committee (SHDC) (See Appendix A) and the Western Cape Education Department’s 

Research Division to conduct research within the specific school (see Appendix B). The 

researcher approached the principal to ask for permission to conduct research in the school and 

issued him with copies of the letter in accordance with the ethical process. Permission was then 

obtained from the principal and SGB of the selected school to carry out the research (see 

Appendix C).  The purpose of the permission letters was to ensure that the research project 

adhere to the guidelines of the ethics code and ultimately establish an acceptable relationship 

between research participants and the researcher.  

After approval from the principal and SGB, the researcher met with the teachers in the language 

department of the school to seek permission for their participation in the study. Consent forms 

were given to the selected teachers with clear guidelines involving their participation and ethical 

issues (see Appendix D). Their participation ranged from filling in questionnaires, participating 

in individual interviews, being observed in classroom teaching and assisting with assessment 

(pre-and post-test), providing any other materials from the school as well as facilitating the 
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change model and engaging in whole group discussions. Owing to this, data obtained from the 

teachers was deemed reliable, sound and trustworthy. 

3.8.2 Consent and assent letters for parents and learners 

Permission was also obtained from parents for themselves as participants and for the 

participation of their children since most of the learners are deemed minors because they are 

school-going children (see Appendix D). Parents were furnished with the guidelines of the 

research process and were given consent forms via the learners, which explained and 

highlighted the purpose of the study, the research activities parents and their children will 

engage in, and the ethics underpinning the study. Learners also completed assent forms to 

acknowledge their participation and consent to their role in the study. During the meeting with 

the learners, the researcher requested that learners bring the consent and assent forms after a 

week. Most of the learners adhered to the request but some took longer than expected and others 

did not return the forms. Learners were advised that participation is voluntary. As such, since 

some did not return the forms, it did not hinder the process as the researcher selected enough 

participants in case some did not want to participate in the study. Only the learners that were 

granted permission by their parents could partake in the research process. This was done to 

allow parents to accept or refuse voluntary participation by exercising their right to autonomy.  

This research accepted that parents that did not complete and return the consent forms were not 

willing to permit themselves and their children to participate in the research. Furthermore, the 

participants that accepted participation in the study were also encouraged to willingly 

participate and were reassured that they are at liberty to withdraw at any stage of the study 

without notification or negative consequences. Participants were also informed that upon 

withdrawal from the research study, they have the right to ask for the termination of any 

recordings at any time. Throughout the study, an agreement was reached in terms of 

participants’ anonymity, privacy and identity as the guidelines underpinning ethical 

considerations were communicated. 

3.8.3 Openness about participation 

The researcher has the right to search and explore but not at the cost of the rights of individuals 

in society (Babbie and Mouton, 2001). During my first meeting with the Grade 10 learners, 

parents, and teachers, I explained the purpose and value of the research study and the manner 
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(respect and dignity) they were to be treated as valuable resources in the study. Again, it was 

reiterated to them that their participation was voluntary, and they could refuse to participate in 

the research and withdraw their participation at any stage. It was also explained that the identity 

of the respondent was always to be protected and that no harm will come to them. These 

explanations opened the pathway for enthusiasm on the part of the participants, especially 

parents as they could freely communicate in a language known to them. The value of 

participation in the study and the advancement of quality education was also heightened. The 

essence of the study was always made clear and the logistical arrangements of the study 

including the times, venue and type of research tools were communicated in advance. The 

process avoided deception before and during the research study (Christians, 2005). 

3.8.4 Privacy, anonymity, confidentiality, truthfulness and voluntary participation 

This research is guided by the following principles: privacy; anonymity; confidentiality; 

truthfulness; and voluntary participation.  Babbie and Mouton (2001) assert that there are two 

important techniques aiding researchers to protect the interest, identity, and well-being of 

participants namely anonymity and confidentiality. Since research subjects involve humans 

who are often sensitive, prioritizing the anonymity of responses and the identity of participants 

was emphasized (Babbie, Mouton, Payze, Voster, Boshoff and Prosezky, 2001). During the 

first encounter with participants, the researcher read the information sheet and participants were 

informed that they will be observed, videoed, recorded and photographed during classroom 

observations (See Appendix D) and at the same time asked participants not to mention names 

while conducting interviews or write names on the questionnaires (See Appendix E). Thus, 

Cohen, Manion and Morrison (2011) assert that participants’ anonymity should be guaranteed 

where potential disclosure may compromise personal or sensitive information of participants. 

They were also informed that their written formative assessment tasks (drama text-based short 

questions and essay writing in drama literature) will be examined and evaluated for analysis 

and the purpose of the research was explained to them.  

Furthermore, the researcher vowed to protect the privacy and identity of participants in 

accordance with the ethics considerations clause not to disclose any information obtained from 

the study. In addition, Christians (2005, p.145) states that “the codes of ethics insist on 

safeguards to protect people’s identities and those of research locations”. As highlighted above 

the study put measures in place to ensure confidentiality by no names modelling the no-name 
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approach on the questionnaires, on the interview transcripts and in the research report. It was 

for this reason that all respondents were identified as codes for example using “TM1/TF1” for 

teachers and “LB1/LG1” for learners, and PM1/PF1 for parents to ensure that reported 

responses remain anonymous. Also, interview transcripts and research material obtained from 

the participants would be kept confidential in a safe and secure research location for at least 

five years (Cohen et al., 2011). The secure location was arranged with my supervisor. The 

school and participants were notified prior to the study that information was for academic 

purposes only and that major stakeholders would be furnished with a final copy of my doctoral 

thesis after the completion of the research study.  

3.8.5 Vulnerability of participants 

Even though the researcher followed through on all arrangements of privacy, identity and 

ethical issues made prior to the research it is evident that the participants remain vulnerable due 

to “the right to privacy may easily be violated during the investigation or denied after it has 

been completed” Cohen et al. (2011, p.90). There is no doubt that the principle of confidentiality 

was upheld at all costs, however the dept. of information shared with the wider public is 

questionable. Since qualitative research involves working with human beings there is always 

the possibility of compromising ethical considerations while collecting data and presenting 

findings. This study acknowledged that researchers try their utmost best to ensure that they 

upheld the principles of ethical considerations, however, while there was a possibility that 

participants’ rights to privacy were violated, ethical consideration remained a debatable topic. 

This study tried at all costs to reduce the possibility of violating participants’ rights and privacy. 

3.8.6 Challenges associated with the data-gathering process 

The data collection process was delayed due to a global epidemic beyond the control of many 

stakeholders in this research study. Uncertainty of when schools were to start, led to a further 

delay in the approval of the WCED Research Division. Allowing the teachers and learners to 

settle in after the start of the school programme and the pressure felt by many Grade 12 teachers 

made it more challenging to arrange meetings and schedule timeframes for interviews with 

teachers. Learners were also torn between completing the syllabus and the emotional and 

psychological roller-coaster caused by the global pandemic. Parents were initially part of all 

the phases but due to the pandemic parents’ views in the first phase were paramount to the 
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study. The teachers and learners are the most important participants in this research because 

they are directly impacted in the classroom and by the day-to-day operations of the schools. 

3.8.7 Researcher’s position 

Being a teacher at the school posed ethical challenges that were addressed as follows: I always 

made a point of making learners and teachers aware of my interest and my requested permission 

to gather and use data for my research. I was deeply satisfied by the mutual respect and trust 

shown by learners and teachers. Both learners and teachers discussed issues freely and did not 

shy away to share their personal views, which at times differed from the ‘official’ views. My 

interactions with participants in my study were guided by the ethics of social research (e.g., 

Babbie and Mouton, 2001). Holmes (2014) is of the view that the positionality of the researcher 

requires that acknowledgement and allowance are made to locate the views, values and beliefs 

of participants relating to the research process and outputs. The researcher was a non-participant 

in the fieldwork process and was excluded from the research study but only acted as an observer. 

During the fieldwork, I had an approved substitute teacher by the school’s governing body to 

stand in for teaching and learning in my classroom, which I paid for. 

In conclusion, this chapter gave a detailed description of the research design and methodology 

employed in this study and provided a step-by-step explanation of the research design together 

with data collection and analysis. The data collection included three different sets of 

questionnaires that were separately distributed to teachers, learners and parents. In addition, 

two sets of focus group interviews were conducted with the learners and the parents, while 

individual interviews were conducted with the teachers. These tools were accompanied by 

classroom observations in two Grade 10 classes to ensure the maximum trustworthiness of the 

results. The foundation of analysis is based on the grounded theory, which led to the use of 

thematic content analysis. These methods enabled the researcher to identify themes that 

emanated from the research and were categorised for the research aims. There is no doubt that 

gathering data is not a linear process and that it is ongoing especially due to the nature of 

different data tools used that bring about comparison and cross-matching, including 

observations and documents.  

This chapter further explains the challenges and limitations that occurred at different stages of 

the research. A brief description of the ethical considerations that guided the study to ensure 

the protection of participants’ anonymity and privacy at all costs was given. The following 
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Chapters Four, Five, Six and Seven present and discuss the results and the analysis associated 

with the research findings in relation to the Capability Approach. This is followed by the 

conclusions and recommendations of the study, which are presented in Chapter Eight. 

  



 

75 

 

CHAPTER FOUR 

PHASE 1- SITUATIONAL ANALYSIS AND DISCUSSION OF FINDINGS 

4.1 Introduction 

Chapter Four presents, analyses and discusses the findings of Phase One from data collected 

through questionnaires, classroom observations, individual and focus group interviews and 

document analysis. This phase combines Steps 1 and 2 of the expansive learning cycle as 

mentioned in sub-section 3.4.1. Specifically, this chapter presents, analyses, and discusses 

Phase 1 data according to the following main findings: 

• Views on the use of Afrikaans Home Language as LoLT and Assessment in a 

Multilingual Grade 10 classroom; 

• Teachers’ and learners’ Experiences when using Afrikaans Home Language as LoLT 

and Assessment in a Multilingual Grade 10 classroom; 

• Transformative intervention strategy to support Multilingual learners; and 

• Overview of surfaced contradictions. 

4.2 Views on the use of Afrikaans Home Language as LoLT and Assessment  

In the analysis of data, I noted that teachers, learners, and parents had different views on the 

use of Afrikaans as LoLT and assessment. The main observations were that there was a 

contradiction between the preference for Afrikaans as the language of opportunity and the 

learner’s ability to use Afrikaans as a meaningful resource. These observations will be 

unravelled under this subsection.  

4.2.1 Afrikaans as the language of opportunity and the learners’ ability constraints 

associated with Afrikaans as a perceived language of opportunity 

Afrikaans is viewed as the language of opportunity and chose Afrikaans as their LoLT, yet 

learners struggle to cope during teaching, learning and assessment. There seems to be a 

contradiction between the subject (learners) and community (parents) and object. Two activity 

systems were at play, that is the home activity system (HAS) and the school activity system 

(SAS).  
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Firstly, I noted that teachers, learners and parents had different views of Afrikaans as a medium 

of instruction. Some teachers preferred using Afrikaans as LoLT and others saw Afrikaans as a 

language of suppression. 

TF1 stated that: 

Learners are suppressed in terms of their own thoughts and identity to 

measure up to the expectations of the white ‘correct version’ of Afrikaans. 

Teachers indicated that they preferred Afrikaans because they were comfortable with the 

language especially when they expressed themselves. The teachers’ responses are captured 

below: 

TF2: Afrikaans being my home language, I am very comfortable. I prefer 

Afrikaans as the language of teaching and learning because I can express 

myself more. 

TF3: It is an Afrikaans school, and we are required to do everything in 

Afrikaans. 

TF4: I prefer Afrikaans as the Language of learning and teaching because I 

can express myself more. 

The statements highlighted a dichotomy of what is regulated in the South African Constitution 

(1996) about creating non-discriminatory opportunities for all. Suppression as suggested by 

TF1 brought a negative connotation to hopes and dreams of a democratic SA education system. 

The implication of the learners speaking mixed varieties as well as the teachers reinforcing the 

mixed varieties was that in an assessment context and especially in Grade 10 learners were 

subjected to one language, which in this case Afrikaans Home Language if they enrolled in an 

Afrikaans Home Language learner.  

Furthermore, some learners pointed out their preference for Afrikaans as LoLT was based on 

the opportunity after school. The participants’ responses included the following: 

LG2: If you speak another language, you do not get many job opportunities. 

LG3: Hoekom ek by ‘n Afrikaans skool gaan, is omdat Afrikaans is ‘n taal 

wat jou baie kan help in die toekoms, baie werke vat mense omdat hulle 
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Afrikaans praat en Engels. As jy ‘n ander taal praat is dit nie maklik dat jy 

werk kry nie. (The reason why I attend an Afrikaans school is because 

Afrikaans can help you in the future. Many companies employ people 

because they can speak Afrikaans and English. If you speak another 

language, then you can’t easily find a job). 

LG4: I did not enrol myself in the Afrikaans medium school.  My mom did 

because she felt like if I learn Afrikaans my chances to get a job in the 

Western Cape will be high. 

LB9: Omdat daar beter geleenthede voorgestel is in die taal asook is daar 

meer werk beskikbaar in daar die taal. (Because there are better 

opportunities and more employment available in the language). 

Other learners indicated that their parents chose this school with Afrikaans as LoLT because 

parents had the perception that Afrikaans could bring their children better opportunities in the 

world of work. Their responses are captured below: 

LB3: Ek het dit nie gekies nie. My ouers het vir me in die skool geregistreer 

as ‘n Afrikaans leerder. (It wasn’t my choice. My parents registered me as 

an Afrikaans learner). 

 

LG11: Dit was nie my keuse nie, dit was my ma se keuse (It wasn’t my 

choice, it was my mom’s choice). 

 

LB 1: We never had a choice, parents said it is the best choice. 

Parents and learners on the other hand perceived Afrikaans as the language of opportunity and 

wilfully enrolled their children at this school. Their views are listed as follows:   

PF1: It is the best choice.  

 

PF2: Here in the Western Cape, it is a preferable language. It is easy to find 

a job when you speak Afrikaans. I speak out of experience. 

 

PF6: Afrikaans can give opportunities after school. 

 

PF9: There are more opportunities for my child if he speaks Afrikaans. More  
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work is available. 

 

PF11: It is my choice where my child must go. 

 

PF13: I am a Xhosa speaker, and my husband speaks Afrikaans. I want my 

child to learn both languages. 

 

PF17: I feel comfortable sending my child to an Afrikaans school. 

 

PM1: To have a future. 

 

PM3: I chose the school for my child because I want him to know Afrikaans. 

It is evident, the hope for a better future and the mindset regarding the prestige of a language 

shaped the choices of learners and parents even though they struggled to cope with the chosen 

language of learning and teaching. There seems to be a contradiction between the parents and 

learners and the achievement of better opportunities for their children. Parents were often driven 

by their circumstances and saw schooling as the only way for their children to have better 

opportunities. However, their children’s inability to cope with the demands of the school and 

the chosen LoLT by parents made it difficult for the learners to cope in the schooling 

environment. Furthermore, the children’s inability to use the chosen LoLT (Afrikaans) as a 

meaningful resource and the parents’ inability to support learners with the chosen LoLT 

contradicts their view of the language that brought better opportunities and ultimately changed 

their circumstances. Moreover, the findings of the responses of the parents confirmed learners’ 

responses based on the views that parents chose Afrikaans schools based on the views of 

opportunities attached to the language of Afrikaans. It also confirms Probyn’s (2009) view of 

monolingual ideologies of English and Afrikaans as the languages of business that dominate 

the political economy. 

The preference for English and Afrikaans is often linked to the perceptions of parents about the 

languages and their associated opportunities and are often the reason why parents choose these 

languages for teaching and learning (LoLT) despite most learners not being proficient in 

English or Afrikaans for effective engagement in the curriculum. Furthermore, viewing this 

through the lens of CA, parents’ perceptions and their participation in the educational activities 

of their children were shaped by their socio-economic circumstances. This encouraged parents’ 
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enthusiasm to assist their children with educational activities through the availability of basic 

learning resources or educational development at home and in the community, especially in the 

context of Afrikaans might be dampened by their existing circumstances. Where poor socio-

economic circumstances existed in individual households and in the communities where they 

lived, they influenced learners’ behaviour, how they learned and how they performed in 

classroom spaces. The burden that learners carry with them of what or (what did not) transpire 

at home and in the community surfaces in the classroom because they often found it difficult to 

cope in the normal school environment.  

What is more, the analysis of data shows that teachers’ perceptions were shaped by many 

factors. Firstly, each of the teachers carried diverse characteristics in terms of external and 

personal attributes. Given this context, their capabilities were also determined based on their 

attributes. As illustrated in Table 3.1, the study has shown that teachers differed in terms of 

gender, age, subject specialization, attitudes and teaching experiences. Sen (1992) elucidates 

that personal diversity relates to internal characteristics, which include age, gender, general 

abilities, particular talents, proneness to illness, and external circumstances that relate to 

ownership of assets, social backgrounds and environmental predicaments. The relevance of 

capability set personal diversity is supported by the current findings and confirms Sens’s view.  

Teachers’ years of teaching range between less than 1 year to 34 years, and as a result, their 

perceptions and attitudes differ. In addition, the more experienced teachers were exposed to 

many curriculum reforms and their ways of doing may be influenced by their perceptions and 

attitudes. These findings suggest that these characteristics directly impact teaching, learning 

and assessment in the classroom environment. Furthermore, teachers’ personal preferences also 

impact how they perceive things, especially in the context of language use. It was therefore 

essential to establish why parents enrolled their children in an Afrikaans school. Participants 

were asked about the school’s LoLT and why they preferred an Afrikaans school. This was 

crucial to get a sense of the context of the participants’ language backgrounds. The findings in 

this regard were a concern because they revealed the social injustices created through language 

ideologies.  

It is evident that multilingual classrooms accelerate linguistic complexities as more schools 

such as this research site accommodate learners from different linguistic backgrounds 

(Makalela, 2017). The different varieties of Afrikaans could impact the meaning making and 
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understanding of the standard variety of Afrikaans. This means that both isiXhosa and Cape-

coloured Afrikaans learners were exposed to different varieties of the Afrikaans language be it 

formally through classroom and assessment practices or informally speaking to their peers who 

spontaneously speak ‘Kaaps’. Capabilities according to the capability approach are the real 

freedoms that people should achieve in their potential doings and beings. Real freedom in this 

sense means that one has all the required means necessary to achieve that doing or being if one 

wished to. Multilingual learners lack real freedom as their environment, both from home and 

school, denies them the cultural capital in terms of learning Afrikaans Home Language. 

Teaching, learning and assessment are core elements in the schooling context. In addition, 

language, and the ability to use language, especially in educational settings played an important 

role when learning and acquiring knowledge. This section reflects on the views and perceptions 

of teachers, learners and parents on the use of Afrikaans Home Language as LoLT and 

assessment. The analysis of teachers’ responses indicates that despite using Afrikaans as their 

home language and LoLT in this school, learners used ‘Kaaps’, African languages and foreign 

languages as their home languages. Most learners were coloured and used ‘Kaaps’, a variety of 

Afrikaans language in the Western Cape, South Africa.  

TF1: Afrikaans has different varieties and the Afrikaans spoken by learners 

at our school is not the same as the formal version expected to use for 

teaching, learning and assessment. 

 

TF2: Our learners at school speak different languages. The Afrikaans learners 

speak slang and such as ‘Kaaps’, other learners speak Xhosa and other 

languages. We have learners from Zimbabwe who can’t speak Afrikaans. I 

have to switch to English to explain to the learners. 

According to Dyers (2007), coloureds do not speak the standard variety of Afrikaans but 

‘Kaaps’, a mixture of Afrikaans and English. Malan (1996) further indicated that ‘Kaaps’ is 

also described as the Cape vernacular Afrikaans that includes a mixed code, which incorporates 

many English loan words. 

Another group of learners use African languages such as IsiXhosa, Sepedi, Tswana and IsiZulu.  
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TF1: The learners at my school are enrolled in Afrikaans classes but some do 

not speak Afrikaans as a Home Language but IsiXhosa and other indigenous 

languages.  

 

TF 3: …We got learners from different home languages as well as foreigners. 

Furthermore, the analysis of data also indicates that learners come from mix race families where 

the mother is coloured and the father Xhosa as indicated by:  

LB6: My ma is ‘n Xhosa spreker en pa is ‘n Afrikaans spreker. By die huis 

praat ek Xhosa en by die skool praat ek Afrikaans. (My mom speaks Xhosa 

and my dad speaks Afrikaans and at school, I speak Afrikaans) 

 

LB2: I come from a mixed-race family and I am more comfortable going to 

an Afrikaans school than a Xhosa school. 

Through my observation learners also mixed Afrikaans and Xhosa when they spoke. This 

means that this variety of language is formed because of learners’ circumstances at home. 

Teachers pointed out that the school hosts a variety of learners at school in terms of the 

languages they spoke.  

A parent also indicated that as parents they shared two different home languages in their 

household. 

PF13: I am a Xhosa speaker and my husband speaks Afrikaans. I want my 

child to learn both languages. 

The fact that the learner speaks only Afrikaans at school could have dire implications for the 

learners’ learning output. Learners coming from mixed linguistic families often mix their 

language of communication. This is evident given the language context of the school as 

illustrated in subsection 4.2.1, that these learners were exposed to different varieties such as a 

combination of Afrikaans and English and/or Afrikaans and isiXhosa. The implication, 

however, is that in classroom and exam settings learners were required to write in Afrikaans, 

which did not allow them to mix the languages and this often had an impact on the result of the 

learners, which ultimately could impact their opportunities after school. Coming to this 

particular Afrikaans school for better opportunities assumed by learners and parents seems to 

be an unrealistic dream given the multilingual context. However, learners often could not cope 
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with their circumstances at home and the school sometimes did not have time or the human 

capacity to support the learners individually due to overcrowded classrooms. Lack of support 

from the schools and sometimes parents could impact the learner’s potential to achieve 

functioning important to them. 

The ideology of language created in colonial settings still seems to prevail even after many 

attempts to correct the mindset through policy regulations in a democratic era in SA. This 

ideology created through language thus has an impact on learners’ particular needs, interests 

and desires to have opportunities after school in the workforce. The need to belong to a school 

community of Afrikaans seems to be of interest to the above participants in the pursuit of 

opportunities for the world of work and is shown in the data through the perceptions of learners. 

The assumption of the parents that Afrikaans could give their children a better future without 

considering the struggle of their children created a moment of despair for these children. At the 

same time, teachers’ preference for teaching Afrikaans without considering alternative 

solutions seemed an even greater social injustice to the learners because, without relevant 

support to these learners, their hope of a better life was just a far-fetched dream. There seems 

to be a contradiction in the activity system where parents’ intention of the school of opportunity 

lives in the mind of the parents but in reality, learners struggle to cope with meaning making in 

teaching and learning and assessment. 

Furthermore, participants were asked to indicate if the school/teacher catered for the diverse 

language learning needs at the school. The question was pivotal to this study because it provided 

in-depth information regarding the extent to, which learners were supported in their learning 

journey based on their diverse learning needs.  Teachers gave common responses to the above 

question. The following sentiments were expressed by teachers:  

TF2: There are schools for isiXhosa home language learners. 

 

TF3: ... There are schools in the area the Xhosa learners can go to. 

 

TF4: Parents know their children can’t speak proper Afrikaans but they 

enrolled them in our school then we have to struggle with the learners because 

some of them don’t understand the work. 
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The responses of TF2 and TF3 suggest that isiXhosa learners could attend schools that 

accommodated the learners’ home language. The response of TF4 also suggests that the school 

did not have teachers at the school who spoke isiXhosa. The response of TF4 also highlights 

the frustration that the teacher felt towards the parents who enrolled their children in the 

Afrikaans school. The expression implies that the teacher blamed her struggle with the learners’ 

inability to cope at school on the choices of their parents. Despite the Constitution of 1996 

advocating for multilingualism and giving learners the right to choose the school of teaching 

and learning, it was still evident that teachers disregarded this by telling Xhosa learners to attend 

schools that accommodate their languages. The findings were a cause for concern because they 

seemed to suggest that the issue of “Ubuntu” is lacking in the school. Makalela (2015) coined 

the term ‘ubuntu translanguaging’ and argues for multilingual teaching pedagogy that is 

premised to advance theory and practices of multilingualism as a teaching strategy. 

Moreover, the findings of the learners confirm that teachers felt that learners should go to 

isiXhosa schools and were not allowed to express themselves in their home language or ask for 

help if they did not understand. Learners’ responses are expressed below: 

LG3:  Ons as Xhosa sprekende kinders het ons nie rerig vryheid nie want as 

ons in die meeste klasse Xhosa praat word ons uitgesit. (We as Xhosa 

speaking children don’t have the freedom because in most classes when 

we speak Xhosa we are chased out of class). 

 

LB7: As ek en Aviwe Xhosa praat dan sê hulle dis ‘n Afrikaans klas. (If 

Aviwe and I speak Xhosa then they say it is an Afrikaans class). 

 

LB8:  Baie van die onderwysers vat ons aan wanneer ons in ‘n ander taal 

praat dan word dit vir ons gese dat dit ‘n Afrikaans skool is. (Many teachers 

challenge us when we speak in another language and tell us that it is an 

Afrikaans school). 

 

LG9: Ander onderwysers wil nie hê dat ons Xhosa praat nie want dit is ‘n 

Afrikaans skool. (Other teachers don’t want us to speak Xhosa because it 

is an Afrikaans school). 
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The opinions of the learners indicated that they had no freedom in class to use their home 

language (isiXhosa) as a resource. The responses of the learners imply that learners felt 

despondent to learn and strove to do better because teachers were not supportive and this made 

their learning journey an even more daunting task.  

These actions of the teachers seem to be taking education back to the Apartheid era when 

learners felt suppressed and marginalized because of a dominant language with no to limited 

support given by teachers to enhance their abilities to make meaning of the language, which 

these learners seemed to find extremely difficult to grasp. This highlights the social justice 

elements, which advocate the enhancement of capabilities so that learners could achieve 

functioning to enable them to live their desired outcomes (Nwati, 2015). As such, the current 

practice did not equip learners for their role in society as limited assistance in the classroom 

seems to curb their future aspiration of becoming successful human beings after schooling. 

There seems to be a contradiction between the school, which should enable learners and 

produce productive citizens that can contribute to the economy of the country. The need to 

review the current practices seems to call for transformative actions in the current education 

system.  

Moreover, there appears to be a primary contradiction within the subject (teacher) regarding 

her attitude towards the community of isiXhosa learners that attempted to make meaning in 

their mother tongue language in the Afrikaans class. The clash in the activity system could be 

attributed to the teacher’s fear of the unknown, that is isiXhosa or her personal preference of 

wanting isiXhosa learners to attend another school, which would relieve her of the challenges 

of dealing with multilingual clashes in her classroom. Though, either way, the teachers’ actions 

contradicted the learners' constitutional right to attend a school of their choice, which portrays 

a social justice miscarriage on the side of the teacher. The behaviour of the teacher(s) 

demonstrates the views of Kerfoot and Bello-Nonjengele (2022) that it is a form of epistemic 

injustice from a language perspective. This implies that the teachers’ behaviours were similar 

to the “monoglossic language-in-education policies, often colonial in origin", which “constitute 

a form of epistemic injustice by denying learners the opportunity to learn in a familiar language 

and removing their ability to make epistemic contributions, a capacity central to human value” 

(Kerfoot and Bello-Nonjengele, 2022. p.1). Thus, even though parents and learners could 

choose the school based on their constitutional rights, the reality is that the language-in-
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education policies often disregarded learners’ constitutional right to engage in multilingual 

teaching, learning and assessment activities. 

The above highlights a big tension in the activity system as there seems to be a contradiction 

between the subject, community and mediating of the object. The subject (teacher) personal 

preference of Afrikaans contradicts the mediating objects (that is creating opportunities for 

isiXhosa learners in Afrikaans classes) to ensure that these learners (community) were not 

marginalized in a democratic era where learners had the right to go to a school of choice and 

should be empowered through the provision of CAPS, which aims to redress past injustices. 

Furthermore, examining the response given by the above TF4 and her view of Afrikaans as 

LoLT seems detrimental to the learners that are non-native speakers of the LoLT. Thus, data 

analysis indicates a great contradiction between Afrikaans as the language of opportunity and 

the openness to the use of IsiXhosa as a meaningful resource. I also observed that using other 

indigenous languages at school is forbidden because the school is viewed as an Afrikaans 

school. Teachers believed that the school was purely an Afrikaans school and that isiXhosa 

learners should go to IsiXhosa schools. Learners and parents believed that the school was their 

choice. There seems to be linguistic hegemony, as Afrikaans is given a superior position in 

relation to other languages spoken by learners and teachers. 

4.2.2 Participants’ views and understanding of alternative multilingual practices 

Participants (teachers, learners and parents) were asked to share their perceptions and 

understanding of alternative multilingual practices such as translanguaging. The analysis of 

data indicates that teachers show some knowledge of the concept of multilingualism and 

translanguaging as shown below:   

TF1: Translanguaging is when you take a concept of one language and you 

find meaning uhm similar, similar words in another language to make 

meaning of that particular word so you use two different or two or more 

languages and you it’s almost like synonyms uhm in order to make 

understanding, to provide understanding. 

 

TF2: I support and encourage translanguaging because it helps the learner 

understand and communicate. 
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TF4: (lag) ek weet nou nie is dit nou om oor te switch ok ek sal oor switch 

even vir my ook ek sal oor my woorde val ek sal nie weet nie wat die woord 

in Afrikaans is nie want somtyds joh dan gaan jou woorde(lag) so uit n mens 

se kop uit so dan moet ek ook oorslaan as ek vir hulle se dis wat ek bedoel 

dan sal hulle se oh ok juffrou en agterna sal n kind kom en se dai was die 

Afrikaanse word so (lag). 

(laugh) I don’t know, is it ok to switch? Ok, I will switch even though I 

may stumble because sometimes I don’t know the word in Afrikaans 

(laugh) so you lose the word then I switch again to explain to them what 

I meant. Then they will say oh ok Miss and then afterwards a child will 

come to tell me that was the correct Afrikaans word (laugh). 

 

TF3: Translanguaging is a support or bridge to help learners with 

understanding concepts better. 

 

TM1: It is a perspective clear of the mission to overcome barriers. 

The response of TF3 highlights the element of support that translanguaging can offer. This 

means that learners will be supported with (meaning making to accomplish Afrikaans tasks) 

that they would not have been able to manage by themselves (Stierer and Maybin, 1994). The 

latter thereby forms part of my argument that multilingualism is relevant to enhance learner 

capabilities, which will enable learners to express themselves more comfortably with support 

and thus level the playing field. The response of TM1 indicates that the teacher views 

translanguaging as a tool that can overcome barriers. The response of TM1 can be viewed as a 

springboard for change because teachers acknowledge learners’ barriers to learning and open 

up the conversation about multilingualism may change teachers’ views about trying possible 

solutions to bridge the language gap experienced by learners. 

Furthermore, the response of TF4 shows that the teacher is uncertain but has the knowledge of 

switching to a different language. Though the current school practice is criticised by the 

teachers, resisting change could be because of the teachers’ uncertainty about what is allowed 

at school or not. This also highlights her struggle when switching and finding the correct words 

when doing the switching. This highlights a primary contradiction within TF4 because her 

uncertainty about the practice and her struggle to get the correct words at the right time could 
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impact her using the practice. However, her willingness to switch shows that it is a springboard 

for change and opens the doorway for transformation. Explicating new possibilities or 

potentials in the activity therefore often relates to past positive experiences (Engeström, 

Sannino and Virkkunen, p.125).  

The analysis of data shows the majority of parents have some idea of what translanguaging 

entails. The question was asked to ascertain if parents know about translanguaging and what 

their perceptions are about translanguaging. PF1, PF3 and PF4 answered the question in their 

mother tongue (isiXhosa) and PF2, PF17, PF6 and PF13 responded in English. Their responses 

are illustrated below:  

PF1: Kulungile uba kuxutywe ulwimi ukuze abantwana bakuqone 

abakufundiswaya. Ngokunjalo nabantetha ingesibhulu bangatsho balufunde 

ulwimi lwesixhosa. (It is best to use the language to mix languages so that 

children can understand what they are taught. Likewise, non-Afrikaans 

speakers can learn Xhosa). 

 

PF2: I don’t have a problem with it(translanguaging). There are children 

whom I think prefer to learn in their mother tongue. 

 

PF3: Uluvo lwam lelokuba bonke abantwana bethu bazozibona bebalulekile 

xa bedibene nabanye ulwimi lwabo akuzubangethi benza icrime xa 

beluthetha nabahlobo babo xa bekugumbi lokufundela. (My opinion is that 

all our children will feel important when they are in contact with others. 

Their language will not make them commit a crime using their language 

will not be like committing a crime when talking to their friends in the 

classroom). 

 

PF4: Kona kuhle ukumfundisa umntwana wakho ngolwimi lwakhe 

lwenkobe. Ukufumanisa kulula kuba esisithetho futhi esiqondisise isifundo 

eso solwimi lwakhe. (It is better to teach your child in his home language. 

Discovering it will be easier to understand and understand the subject of 

his language). 

 

PF6: When you can use your own language like isiXhosa. 
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PF13: It is a process that helps learners to better their work. 

 

PF17: It helps with learning. 

 

PM1: I believe that learning in a language one understands increases the 

chances of excelling to one’s full potential. 

It is evident in the responses that 9 of the 20 parents (PM2, PM3, PF5, PF7. PF8, PF9, PF10, 

PF12, PF14) did not answer the question on translanguaging. This could be because they are 

not familiar with the concept of translanguaging. The responses of the parents show that they 

did not know the meaning and concept of translanguaging but understood that using their 

mother tongue language could help their children. This could potentially be a springboard for 

change as parents see the potential of incorporating their children’s home language so they can 

understand better. 

Furthermore, the response of PF4 indicates that she wants her child to be taught in his home 

language because it will make understanding better. PF4 indicated above that she enrolled her 

child in the Afrikaans school because she did not find placement at an isiXhosa school. Though 

most parents view Afrikaans as the language of opportunity, for this parent she had no choice 

but to accept the school. The situation of these parents, however, indicated the current problem 

in terms of the lack of space to accommodate learners in school. Unfortunately, the learner and 

parent must bear the brunt of the situation. There seems to be a contradiction between policy 

(who advocate learners have the right to go to a school of choice and be taught in a language of 

choice), the subject( learner forced to go to an Afrikaans school due to a lack of placement), 

division of labour  (school not able to fully accommodate the language needs of the learners), 

(rules) teachers unable to speak the mother tongue of the learner at the Afrikaans school) and 

the object (which is to produce active citizens that can economically contribute to the economy 

after schooling).  

The response of PF3 indicates that it should not be viewed as a crime when the learners speak 

in their mother tongue to their friends. She also suggests learners would feel important when 

they are in contact with others. The response of PF3 suggests that in the current space of 

teaching and learning, mother-tongue speakers of indigenous languages are treated as if they 

are less important. This is a contradiction as CAPS and LiEP advocate for the inclusion of all 
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learners through the learner-centred approach. The suggestion that learners are not committing 

a crime when speaking to their peers also confirms the sentiments shared by (Guzula et al., 

2016) using multilingualism in many SA classrooms or globally is viewed as “illegitimate” or 

a “necessary evil” (García and Wei, 2014) and Probyn (2009) using languages different as the 

LoLT is viewed as smuggling in the vernacular.  

The response by PM1 suggests that the benefit of learning in one’s language can increase 

chances to excel to one’s full potential. This statement highlights that mother tongue language 

can be used as a resource because it could enhance meaning making and enable learners to 

achieve functioning important to them as alluded by Sen (1999) to them, which is to pass, 

master literacy levels and have better opportunities after school. Using learners’ home language 

(a form of translanguaging) to increase their full potential confirms McKinney and Tyler’s 

(2019) view that if translanguaging is transformative it should be incorporated into the day-to-

day business of the school and classrooms. 

Through conversations and by raising awareness evolving contradictions could be depicted. 

Yan and Yang (2019, p.500) elucidate that” contradictions are best understood as tensions or 

system dualities among the elements of activity systems”. However, the emerging 

contradictions as highlighted by Engeström (2001) should not be seen as problematic because 

they open possibilities for change and development. In the case of this study, the challenges 

and contradictions highlighted by the participants are viewed as a springboard for change, 

which will be discussed in Chapter Five to find possible solutions. Engeström, Sannino and 

Virkkunen (p.125) posit that envisioning new patterns or models for the activity often leads to 

actions that entail people committing to take concrete actions to change the activity. This often 

relates to a specific time and place. 

4.3 Exploring alternative strategies to support non-Afrikaans Home Language learners  

This section reflects on the presence/ absence of alternative strategies that support non-native 

speakers of Afrikaans in a Grade 10 classroom. The usefulness of print-rich environments and 

reading resources are also discussed. 

4.3.1 Establishment of print-rich environments 

It is evident that classrooms had a print-rich environment. What can be observed in both lessons, 

as illustrated in Figure 4.1 and Figure 4.2, was that the classroom was learner and teacher-
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friendly. The print-rich environment is evidence that learners can consult the walls for 

additional information. Thus, from the observations of the classroom environment, I noticed 

that it was generally conducive to teaching and learning. 

   

 

 

 

 

 

 

Figure 4.1: Teacher                                         

 

 

Figure 4.2: Teacher 2 

In addition to the printed walls, learners can also consult the reading corner to read. The 

classroom environment seems to be ideal for a language classroom to encourage a learning 

environment where learners have options to read about concepts introduced in the classroom 

Lesson Tools. Ateek (2021) is of the view that adequate exposure to reading material is critical 

for second language acquisition because constant exposure leads to various gains in language 

skills. However, during classroom observation, it was noticeable that the teacher did not refer 
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learners to the printed walls or reading corners. It seems that the prints on the walls are for 

decoration purposes and not effectively used to strengthen learners’ skills as required for the 

Afrikaans classroom. Ateek (2021) is therefore of the opinion that apart from the language 

barriers experienced by learners, it is often the case that ineffective teaching strategies, lack of 

reading culture and poor attitudes towards reading are among the reasons why the meaning gap 

widens (Ateek, 2021). Both teachers used the Drama book of the Testament as illustrated in 

Figure 4.3 for the drama literature lesson.  

 

 

 

 

 

 

 

 

 
 

 

 

 

 

 

 

 

 

 

Figure 4.3: Reading Drama book, Die Testament 

I gathered through classroom observations and interactions that both teachers were adequately 

prepared and both focused on the literature drama “Die Testament”. Each learner was furnished 

with a book so they could follow as the lesson was presented. What was observed in the two 

lessons, was that: 

Teacher 1 focused on the content of the book, and Teacher 2 focused more on the features of a 

drama and later in the lesson touched on the content of the book (Die Testament).  

In addition to the book, was the chalkboard also used as a tool as illustrated in Figures 4.4 and 

4.5 below: 
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Figure 4.4: Teacher 1 Lesson 1               

                                     

 

 

 

 

 

 

Figure 4.5: Teacher 2 Lesson 1 

The chalkboard was used by the teachers to write down learners’ contributions based on the 

prior-knowledge questions. As was observed Teacher 1 focused on the cover of the book for 

prior-knowledge questioning and Teacher 2 focused on the vocabulary words, especially the 

words that the learners struggled to understand. The prior-knowledge questions were asked to 

achieve learners’ interest in the testament. Both teachers used the chalkboard to assist learners 

with meaning making. 
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4.3.2 Teaching, learning and assessment in Grade 10 Afrikaans HL classes 

I noticed that learners who were not native speakers of Afrikaans were silent during the teaching 

and learning in the Afrikaans Home Language lesson and alternative ways were not explored 

to assist learners who were not native speakers of Afrikaans. The analysis of findings indicates 

that the lessons conducted by the teachers were differently presented by both teachers. Firstly, 

the outcomes and expectations of the lesson were clearly articulated by both teachers but 

Teacher 2 only made learners aware of the outcomes later in the lesson. Secondly, both teachers 

checked learners’ prior knowledge to ascertain what learners know and how it can add value to 

the planned lesson.  

Teacher 1 started the lesson by showing the cover of the book and referring to it as a radio 

drama “Die Testament” and asking learners questions relating to it as a pre-activity to test 

learners’ prior knowledge. Learners had to look at the cover and identify the pictures to make 

sense of what they can expect in the book. She poses the question: Wat is ‘n radio drama? 

(What is a radio drama?). When the learners could not answer the question, the teacher went 

on to explain to the class that it is a written piece that can be heard on the radio. The fact that 

the teacher went on answering the question herself shows a teacher-centred approach (Popham, 

2009). Not giving the learners time to try and figure out the answer, and not creating 

opportunities through learners’ mother tongue language raises concerns for the meaning making 

and development of the learners.  

One could ask the question how does the teacher-centred approach coupled with 

monolingualism advance meaning making within isiXhosa learners learning in Afrikaans? The 

fact that the learners did not answer could be because of learners’ lack of understanding and 

could not live up to the expectation of the teacher based on their grade level. It could also be 

that the teacher wanted to move on with the lesson to complete the lesson. The teacher-centred 

approach portrayed by the teacher is in contradiction with CAPS, which advocates a learner-

centred approach where teachers facilitate the learning process through constant feedback. She 

further asked the following question based on the book that will be used in the lesson. 

Wat is die titel? (What is the title?) 

Learner A1 responded: Die Bybel? (The Bible) 

Learner B1 responded: Die hof (The court) 
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Learner C1 responded: Die geld (Money) 

Learner A’s answers reflect his knowledge of the Old and New Testament in the Bible when 

asked about the title of the Drama. The other two learners made links to the channels that must 

be followed when the will comes into effect and the money that must go to the heir. The 

response of C1 indicates the lack of understanding and highlights the interpretation as 

mentioned above why learners did not answer the first question posed by the teacher. The fact 

that learners in Grade 10 should know how to identify the title, and the teachers posing these 

questions shows there is a need for the learners’ cognitive thinking to be cultivated (Fliesch, 

2008). learners’ cognitive thinking should be advanced, but the level seems to trigger a need to 

transform the situation.  

During the lesson, the teacher wrote vocabulary on the board and learners had to give the 

meaning of the word the teacher would elaborate if they did not know the words the teacher 

would again refer them to the dictionary where they had to look up the words in their own time. 

Furthermore, the teacher used idioms to explain the certain context of the text such as “erf geld 

is swerf geld” (easy come, easy go) to link the lesson beyond the classroom and to teach learners 

life lessons. 

Teacher 2 also started the lesson by showing the cover and the title of the book “Die Testament” 

and asking learners questions relating to it as a pre-activity to test learners’ prior knowledge.  

She poses the question: Wat is ‘n testament? (What is a testament?). 

Learner A2 responded: Dit is ‘n “will”. (It is a “will”). 

Learner A2 used the English word in his Afrikaans sentence to describe his understanding. 

Teacher 2 corrected the learner by saying will is the English word for testament. 

Learner B2 responded to the same question by saying: Dit is geld wat agter 

gelos word. (It is money from an inheritance). 

Furthermore, what is evident in the type of questions used to stimulate learners’ thinking is that 

the lower-order questions and memorization of words are often used in isolation of the context. 

For many learners, the issue or the relevance of a will is something new and something they 

might not have been exposed to in their socio-economic circumstances. The absence of context 

and how it can become applicable in the lives of the learners were therefore also dealt with in a 
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very abstract manner. The assumption that learners know or did not know the essence of a will 

should have been treated with carefulness to expand learners’ knowledge to the extent that they 

can think about their future and how it can be applied in their current circumstances. Barret’s 

Taxonomy theory can be used to comprehend the above concept of a will (Reeves, 2012). It is 

a guide for the teachers in teaching students and the stages in the Taxonomy can best be used 

to deliver lessons. The Taxonomy is divided into three stages, which are as follows:  

• Recognition; 

• Recall; and 

• Reorganisation.  

Furthermore, the analysis of the findings also illustrated that learners appeared to be silent 

throughout the lesson. Due to the constant silence, both teachers moved quickly through new 

concepts, which brought silence when the teacher asked if they understood the meaning of the 

words. If they did not respond, teachers refer them to the dictionary that they should use in their 

own time. The assumption is that the teacher refers the learners to the dictionary hoping they 

will make meaning of the words when they use a dictionary.  

The fact that the teachers moved quickly through the concepts could be attributed to the fact 

that the teachers wanted to avoid learners asking questions all the time due to lack of 

understanding or the teachers were set on completing the section of the curriculum as a means 

of a paper trail. This results in a contradiction as the teacher did not consider that learners might 

not have understood the work and needed her to intervene, but she rather focused on what was 

best for her at the time. However, the actions of the teachers were not favourable to the learners 

who are not mother-tongue speakers of the LoLT. The teachers limited those learners’ 

opportunities to develop, especially the newly introduced concepts that were important to know 

for assessment purposes. Constantly referring learners to dictionaries without support and 

guidance portrays a primary contradiction within the teacher as the teacher shifts the role of 

initiating teaching by shifting the responsibility to the learners to find the meaning of words 

they struggle with. This could add to the frustrations of the learners because they already 

struggle with the language of LoLT. 

During my observation of both lessons, there were instances where both teachers tried to engage 

with learners in the lesson and give feedback when needed. In some instances, teachers tried to 

explain to learners simplistically and made jokes in between. The teacher used jokes to create 
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a relaxed environment for the learners since learners were very quiet during the lesson. The 

teachers seem to create an adaptive space where they attempt to address the mismatch between 

the learners’ home language and the LoLT as concurred by Guzula, McKinney and Tyler 

(2016). Even though teachers attempted to create an opportunity where they often translated to 

English during the lesson where there was no evidence of multilingual practices including 

translanguaging where learners could use their languages freely in any way, they found it 

productive when confronted with new ideas, especially to make meaning (Garcia and Wei, 

2014). The teacher translating to English shows that the teacher identifies the potential problem 

and therefore the need for transformative agency arises. This act of translation seems to confirm 

Sannino, Engeström and Lemos’ (2016) understanding that transformative agency requires the 

teacher to take the initiative to transform the situation by breaking away from the given frame 

of action.    

Throughout the observations, I observed that the isiXhosa learners were not keen to participate 

in the lesson. It seems to contradict the physical setting of the learner-friendly culture and 

feeling the classroom setting ought to set. In both lessons, there seems to be a disturbance in 

the triad, meaning (1) the teacher that initiates teaching, learning and tasks, (2) the learners are 

expected to respond, verbally or through writing and (3) the teacher activity, which is to provide 

feedback (Aboulsoud, 2011). Under normal circumstances the teacher would ask questions, 

learners would respond, and the teacher would give feedback. However, the up normality occurs 

when the learners did not respond to the questions initiated by the teachers. The teachers 

combine Phases 2 and 3 by asking and responding in the place of the learners. The silent protest 

and laying down of tools on the side of the learners could be a result of the teacher-centred 

approach. The psychological tools such as the questions asked to stimulate learners, that 

requires learners to answer verbally are creating a disturbance in the activity system as learners 

do not feel free to express themselves. There seems to be a contradiction in the tools used, that 

is the physical (book and chalkboard) and the psychological tool (verbal questioning) as the 

tools are not used to mediate the advancement of meaning making, which is the object but rather 

instigates teacher centeredness and the continuation of marginalization through monolingual 

practices in the classroom.  

The concept of scaffolding and ZPD is thus absent as there seems to be a mismatch between 

the teacher (who facilitates the instructions and who is supposed to provide support and 

assistance to the learners) and the learners who are expected to internalize new information. 
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Engaging in activities such as scaffolding goes beyond the level of what the learners can do 

independently (Vygotsky, 1978). 

Furthermore, Teacher 1- read the back cover and asks learners to identify the characters and 

learners named each character. Teacher 1 gave the learners a whole class activity where learners 

had to write a paragraph individually to predict the storyline based on the title and the 

information read on the cover of the book. Learners were given five minutes and had to share 

their answers with the whole class. I observed that one isiXhosa learner appeared to be confused 

and did not start with the activity. Figure 4.6 below illustrates the learner’s book with the 

question that the learner has not yet started to answer. The teacher saw that the learner was 

struggling with writing the paragraph and went to stand right in front of the learner and explain. 

 

 

 

 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 4.6: Learner’s workbooks 

The fact that the learner struggled to do the activity could be because there was not enough time 

spent on explaining the concepts thoroughly. This was established through my observation as 

mentioned earlier in sub-section 4.3.1.3. If the possibility was explored where learners used 

isiXhosa and others that understand translated learning could have taken place. However, the 

teacher missed an opportunity to use the learner’s home language (isiXhosa) as a resource to 

enhance meaning making. Scholars associated with multilingualism view languages as a 

resource for learning but indicate that multilingualism is often hampered by monolingual norms 

and a lack of guidance for teachers (Meier, 2017). 
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Furthermore, the class did a shared reading activity. Learners were given the opportunity to 

choose the character they would portray when reading the text. I think it was good that the 

teacher did not decide who should read but rather allowed the learners to freely decide if they 

wanted to read the text aloud to the rest of the class. Learners are often shy to read in front of 

their peers, especially when they struggle to read. Even though it is required that all learners 

should read at a certain point, the context of the lesson showed that the teacher was considerate 

to those learners that struggle with Afrikaans and the pronunciation of Afrikaans words. 

I gathered from the observation that learners were eager to read but the one isiXhosa-speaking 

learner was nervous as she struggled to pronounce some of the words and used the word joh! 

Sjoe! as a means to show she cannot pronounce the word “eksekuteur” and rather read 

“eksekatuur” (executor). The teacher assisted her with the pronunciation and tried her utmost 

best to make the learner feel comfortable when reading further.  The assumption is that Grade 

10 learners should have mastered the different levels of reading such as below basic, basic, 

proficient and advanced reading. However, as observed in the classroom lesson, the teacher had 

to assist the isiXhosa learner with the pronunciation of words while she was reading, which 

indicates that the learner has not yet mastered the reading levels.  

It is often the case where learners did not acquire the necessary reading levels, they demonstrate 

poor vocabulary (oral and written) and poor reading comprehension. Ricketts, Nation, and 

Bishop (2007) establish that oral vocabulary is not associated with all reading skills, but they 

illustrated that children with poor reading comprehension often show weaknesses in oral 

vocabulary because read fewer words correctly. There seems to be a need to spend more time 

developing the reading skills of multilingual learners, especially so they could advance their 

literacy skills. The teacher needs to create a space where discussions take place in the classroom, 

learners write spelling and dictation tests to get learners to improve their reading and cognitive 

skills. Barrett's Taxonomy thus advocates for different-level questions, especially to advance 

the cognitive abilities of learners. 

After the shared reading activity, the teacher initiated a whole classroom discussion to ascertain 

what learners learned about the characters. She asked the questions: Wat beteken nalatingskap? 

(What is meant by legacy?) What is vruggebruik? (What is the use of fruit?) and what learners 

understood by the word “verbeur” (forfeit). Learners were uncertain and did not answer. This 

could be because the words are too difficult, and they do not know the meaning of the words. 
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It was expected the learners to do a character sketch of the characters, Herman, Katinka, 

Zinaobia and the lawyer Gideon as a homework activity. 

As observed in the lesson Teacher 1 used assessment for learning throughout the lesson to 

ascertain whether learners understood the content. She started with oral questioning for the pre-

knowledge activity and a written activity to set the tone for the lesson. The class did a shared 

reading activity and she constantly asked questions during lessons, especially with vocabulary 

words that learners found difficult to grasp. Lastly, she gave a homework activity so learners 

could work on their own so that the teacher can evaluate if they can cope with the work 

individually. Assessment for learning was evident throughout the lesson, but there was no 

evidence of multilingual practices that were allowed to assist isiXhosa learners.  

As mentioned earlier it appeared that learners did not yet master the required reading and 

cognitive levels as per Barrett’s taxonomy (Reeves, 2012). Very little was then done by the 

teacher to enable learners to achieve full-fledged importance to them (Sen, 1999), which is to 

make meaning and advance the literacy skills of learners in the classroom, which would enable 

them to successfully engage in the assessment activities. There also seems to be a contradiction 

between the subject (a teacher who facilitates teaching, learning and assessment and advances 

literacy skills) and community (learners who are required on Grade 10 level to be proficient in 

reading and have advanced vocabulary) and the object (which is to use the required skills to 

apply it when reading and completing assessments). 

Teacher 2- As mentioned earlier Teacher 2 focused more on the features of a drama rather than 

the content of a specific drama text. Similar to Teacher 1, Teacher 2 also wrote down the 

vocabulary of the words and directed learners to the dictionary if they did not understand the 

meaning of the words. She made links to learners’ real-life experiences when speaking about 

two-dimensional (2D) and three-dimensional (3D). Also, when she introduced the word 

“ouditief” (auditory) she showed them their ears and illustrated that it is one of the senses used 

to listen to sound. Furthermore, Teacher 2 handed learners printed notes about the dramatic 

structure intended for the lesson. She read most of the time to the learners and learners had to 

follow with their fingers on the page. This could be because the teacher wanted to save time 

and avoid the learners’ reading pace delaying the lesson process. According to Ateek (2021, 

p.111), “reading speed has been identified as a major contributing factor to improving one’s 

reading comprehension and is related to reading fluency or flow”. As mentioned earlier, reading 
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for second-acquisition learners is challenging, yet CAPS expect Grade 10 learners to have 

mastered sub-skills such as “decoding, word recognition, phonological representation, and 

syntactic and semantic parsing” that informs reading fluency (Ateek, 2021, p.111).  

Like Teacher 1, Teacher 2 asked regular questions during the lesson to ascertain if learners 

understand. She posed questions such as: 

Wat beteken onvergenoegd? (What does dissatisfy mean?). 

Wat word bedoel met parmantag? (What does cheeky mean?). 

Wat beteken deurskemer? (What does twilight mean?). 

When confronted with these questions, isiXhosa learners appeared to be sceptical to answer. 

Even though Afrikaans Grade 10 learners would be expected to answer the above-mentioned 

questions because these words were foreign to them. The fact that the learners struggled to 

answer the questions and silence was thus the order of the day. One can argue that a learner’s 

inability to answer signifies the urgent need for an agency to enable these learners to make 

meaning and understand the content in the Afrikaans class. However, due to time constraints, 

Teacher 2 could not consolidate the lesson and there was no time for learners to start with the 

activity in class. Teacher 2 improvised and asked learners to do the questions below as a 

homework activity. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 4.7: Learner activity 

What emerged strongly in the observation was that the teacher asked questions frequently to 

establish if learners understood the new concepts and content being transferred to them. The 
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teacher engaged learners continuously to encourage participation. However, Teacher 2 did not 

have many activities such as Teacher 1, which may be attributed to numerous factors such as 

lack of teaching experience because she is a novice teacher, the pressure of the global 

Coronavirus pandemic or time constraints because of the school schedule change to half an 

hour earlier due to the pandemic. It was also notable that no multilingual practices were evident 

during the lesson or assessment activities.  

Furthermore, what is evident in the type of questions asked by the teachers, is that they were 

driven by their experience that non-native speakers of the examination language struggle with 

higher-order thinking and processing when administering assessments. Even though learners 

should be exposed to a range of questions in the language classroom according to Barrett’s 

Taxonomy (Reeves, 2012), such as higher-order (20%), middle-order (40%) and lower-order 

(40%) questions to advance the different cognitive levels of learners, it is clear that the questions 

used in both lessons focused more on the lower-order questions. It is therefore arguable the type 

of education learners receive will determine their success as the goal of education is to produce 

students that can go to higher institutions such as universities. In this instance, the lack of 

exposing learners to questions that enhance conceptual knowledge, understanding, application, 

analysis and problem-solving, and evaluation and synthesis (Umalusi, 2012, p.1) is evidence 

that the current education system is marginalizing these learners in a democratic society, which 

was built on the ground of social justice. This social justice imperative is in line with the 

Capability Approach, which advocates that learners’ capabilities should be enhanced so that 

they can achieve functioning important to them, which in this case is to pass Grade 10 so they 

can progress to the next grade as well as advance their literacy skills. 

4.3.3 Teachers’, learners’ and parents' experiences of classroom teaching, learning and 

assessment 

Teachers and learners were asked about their experiences in Afrikaans Home Language classes 

hosting multilingual learners during teaching and learning. It was important to get a sense of 

the experience of the teachers when teaching multilingual learning contexts. The responses of 

the teachers were important as the study is geared towards intervention strategies to support 

both teachers and learners in a multilingual context. The two teachers that were observed in 

their lessons expressed their experiences as followed: 
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TF1: The learners hold back or fail to participate in class when they are unsure 

of what they are being taught. 

 

TF2: That lack of self-confidence becomes a weakness and learners get lost 

due to lack of self-confidence.  

The findings confirm the views of the teachers as it was evident during the lesson that the 

learners, especially the learners whose home language differs from the LoLT were very 

sceptical to answer and participate in the lesson. 

The fact that learners did not participate could be because of their fear of pronouncing the words 

wrong or having classmates laugh at them and the teacher not reassuring them that it is okay to 

make mistakes. They become resistant and have silent protests in class. These actions of the 

learners as highlighted by TF1 illustrate the past injustices created through Afrikaans 

dominance, which resulted in the Soweto uprising in 1976. This is contradictory to the new 

democratic values and aims that seek to redress the imbalances of the past. 

In addition, drama literature text is often complex and the language use is also difficult at times, 

especially for foreign speakers of a language. However, teachers acknowledge that learners 

come with prior knowledge and that teachers should tap into that, especially when they are 

confronted with a foreign text. The responses of the teachers are echoed below: 

T1: …When they sit with a foreign text in front of them so it’s not as if they 

are a clean slate, they do know something and I wanted them to tap into what 

they already knew and what they see and combined with that I take that 

approach to start the reading in a different language. 

 

TF2: Leerders het hulle eie kennis en ek dink dit is ‘n goeie idee om jou les 

the begin met dit wat hulle weet en dan die nuwe goed by te voeg. (Learners 

come to class with prior knowledge and I think it is a good idea to start 

your lesson with what they know and then add new things). 

Acknowledging that learners come from different cultural and linguistic backgrounds could be 

a good starting point for teachers so they can evaluate how to utilize learners’ language 

resources to enhance the meaning making of multilingual and multicultural learners.  
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Furthermore, the analysis of data shows that teaching multilingual learners in a mono or 

bilingual context is challenging for some teachers and is illustrated in the responses below: 

TF1: …  The isiXhosa learners switch to their mother tongue to make sense 

or meaning or to express themselves. 

 

 TF2: I sometimes find it challenging when working with such learners 

because they will speak in another language with each other and start 

laughing. I, as a teacher, have no clue because they are laughing. It is really 

challenging because although I tell them to speak Afrikaans they will 

continue. 

 

TF3: I have to switch my teaching of Afrikaans into English to make some 

learners understand in a way in the lesson. 

 

TF4: I find it challenging, students find it difficult to understand the content 

and I find myself repeating the lesson in English. 

The attitude of these learners appears to be disrespectful towards the teacher (TF2) because they 

disregard her instruction. TF2 and TF3 actions show that they see the need to transform the 

situation, but there seems to be a primary contradiction within the teachers because the only 

language they can translate to is English to simplify Afrikaans because they are not able to 

speak isiXhosa. They, therefore, feel if they allow learners to use isiXhosa, learners tend to go 

beyond the subject matter, and this creates frustrations for the teachers because they will not be 

able to control the learners. Moreover, the teachers also seemed to like being governed by rules 

on the one hand (as illustrated by TF1) but get frustrated on the other hand when they have to 

repeat themselves. However, these contradictions could be a springboard for change and 

indicate the emergence of transformative agency. 

Learners also had to respond to the question about their experiences of teaching and learning. 

It was important to get a sense of the learners because their experiences are pivotal in this study. 

After all, the study aims to bridge the language gap of learners to enhance their meaning making 

in Afrikaans Grade 10 classrooms. 

The analysis of the findings indicates that learners have varied responses. However, the 

common responses from learners indicated that they find it very difficult in the Afrikaans class, 
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especially because they struggle to make meaning and as a result, learners can’t cope with the 

demands of the lesson, assessment, teacher, school and the progress expected by the Education 

Department. The utterances of the learners are illustrated below: 

LB1… It is very difficult because I am a Xhosa-speaking learner and to do 

all my subjects in Afrikaans, it’s very hard to cope with the language barrier. 

 

LB5: …It is hard to understand 

 

LB7: Ek kan dit nie hanteer nie. (I cannot cope). 

 

LB8: Dit word baie moeiliker en dan maak ek baie foute. Ek kan nie rerig dit 

hanteer nie. (It becomes more difficult and I make a lot of mistakes. I 

really cannot cope). 

 

LG3: Dus nie altyd wat dit goed gaan nie. Afrikaans woorde vat somtyds lank 

om by te kom en my taal express altyd beter my gevoelens en om kinders te 

hoor my taal praat maak my bly. (Things are not always well. It takes a 

while to get to Afrikaans vocabulary. I can express myself and my 

feelings better and to hear children speak my own language makes me 

happy). 

LG4: Afrikaans is a hard language since is not my home language most of 

the time I don’t understand the teachers when they [are] teaching. 

LG5: Ek voel gedruk want somtye verstaan ek nie. (I feel pressurised 

because sometimes I don’t understand). 

 

LG7: Dit is nie so maklik nie. (It is not that easy). 

 

LG11: Ek voel uit. (I feel excluded). 

 

LG12: Sommige tye verstaan ek nie dan is ek bang om vir die onderwyser te 

vra. (Sometimes, I don’t understand then I am scared to ask the teacher). 

The response of LG5 is a concern as the learner indicated she feels pressed because she doesn’t 

understand the work. Feeling pressed highlights negativity in the situation and should be 
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addressed since learning should not bring negative emotions because the CAPS is aimed at 

addressing the imbalances of the past, including getting rid of the oppressed ways of the 

apartheid system. Furthermore, LG11 also indicated that she feels excluded. The response of 

the learners contradicts CAPS, which advocates for the inclusion of all learners. There seems 

to be a contradiction in the activity system between the subjects (teachers) and the community 

(learners) where the object (which is to create a safe learning environment and opportunities to 

learn) is concerned. The current practice of the subject mediating objects and rules with the 

community is exclusionary as mentioned by LG11 she feels excluded and this raises a concern 

in a democratic era that advocates for the inclusion of all learners through policy. The responses 

of the learners also illustrate that there is a need to transform the classroom environment where 

learners find it difficult to learn. 

Furthermore, the findings indicate that learners in the different focus groups pointed out that 

because they are not mother-tongue speakers of the LoLT they often find teaching difficult. 

This is highlighted in the responses below from participants: 

LB1: …Afrikaans is nie ons eerste taal nie. Verstaan, juffrou se onderig hier 

by die skool is moeilik vir me. Is dit moeilik, ek dink dit is ook moeilik vir 

my fellow learners en my klasmaats. (…Afrikaans is not our first language. 

Miss your teaching is challenging for me, I think it is also difficult for my 

fellow learners and classmates). 

 

LG12: My punt exactly. Ek kan nie verstaan nie, ek verstaan niks nie, nie die 

les nie en nie die inhoud nie. (…My point exactly. I don’t understand, I 

don’t understand anything, not the lesson and neither the content). 

 

LG16…Die harde woorde wat ek nie verstaan nie, ek kanie nou by die 

woorde uitkom nie dan verstaan hulle ook nie die woorde nie. (… The 

difficult words that I don’t understand, I can’t get to the words now. 

Then they also don’t understand the words). 

Learners pointed out that they struggle with new and difficult words. They also mentioned that 

they did not understand the content or the reading text. To add, they feel teachers did not try to 

explain the new words in a simpler manner and according to LB1 teachers feel they will not 

explain it to them. It could be that some of the words cannot be explained in simpler terms 
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based on the context of the words, which is why teachers find it difficult to explain them to the 

learners. It might be that the teacher was frustrated with having to explain numerous times to 

the learners and decides she had enough of explaining. There seems to be a contradiction within 

the teacher because she may personally struggle to cope with the enormous task of getting 

multilingual learners to understand the work as required by the curriculum. Her frustrations 

may contradict her duty as an educator to teach and create an environment where learners are 

comfortable learning and where the teacher is expected to lead the way. According to Morris 

and King (2018), foreign language instruction comes with its own particular set of frustrations, 

which, when accumulated, can lead to stress and eventual burnout of teachers.  

Another participant (LG3) added that teachers did not understand them and teachers can see it 

on their faces and would then explain. The responses are listed below: 

LG3: …Met sommige onderwysers, daars nuwe woorde, nuwe dinge wat ons 

leer ken en sommige onderwijzers voel dat hulle sal nie vir ons verduidelik 

nie in the sense that wanneer hulle iets sê, hulle sal dit nie plat vir sommige 

kinders sê nie… (With some teachers, there are new words, new things 

that we learn and some teachers feel they will not explain to us in the 

sense that when they say something they will not say it in simple language 

for some learners). 

 

LG3:  En sommige onderwysers verstaan nie vir ons nie en hulle kan sien as 

ons nie verstaan nie op ons gesig dan verduidelik hulle vir ons. (Some 

teachers don’t understand us and they can see on our facial expression 

that we don’t understand, then they would explain to us). 

The response of LG3 suggests that the teachers did not understand them and seemed to feel 

obliged to explain because of the learners’ facial expressions. It could be that the learners are 

not comfortable telling the teacher that they did not understand and hope through their facial 

expressions the teacher can note that they did not understand. The lack of understanding on the 

side of the teacher as mentioned by LG3 could be that the teachers are not clear about what is 

troubling the learners because the learners do not verbalize their challenges but rather use 

gestures. Parents were asked about the experiences of their children in teaching and learning. 

The analysis of data indicates parents’ awareness of the challenges their children experience in 
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the Afrikaans classes. Parents responded to the question: How does your child experience 

teaching and learning in Afrikaans as Home Language follows: 

Xa kufuneke afunde incwadi phambi kwe klasi akakwazi kuba akayazi 

Incazelo yamagama esikhulu. (When it comes to Afrikaans oral reading in 

front of the class, she finds it difficult because she does not understand the 

meaning of the Afrikaans words). 

Other parents share the same sentiments as PF1 and echo the following: 

PM1: It is very challenging… 

 

PF3: Kuye kubelula kwisibhulu kodwa ngamanye amaXhosa kubanzima 

kwezinye izihloko Zezifundo zakhe. (It has always been easy for Afrikaans 

but for some Xhosas, it is difficult for some of the subjects of his studies). 

 

PF1: Hayi Kuba uyashiyekela ngokunga yilandeli/ngokungalulandeli olu 

lwimi. (My child is always left behind because of poor understanding of 

this language). 

 

PF6: I don’t know if she will sit for long hours with her work but still don’t 

get it right. Her marks are very poor. 

 

PF11: My child says she doesn't get help and feels she is treated as others in 

class.  

 

PF17: I feel sad because I don’t know and I can’t help my child. I know it’s 

hard but she will get it right. 

 

PF7: It is not easy for my child. She complains all the time she doesn’t 

understand and I can’t help because I don’t understand Afrikaans. 

 

PF5: My child comes home and doesn't know what to do, it’s hard. He doesn’t 

understand. 

 

PF4: Afrikaans is a hard language, I don’t understand. My child says she 

doesn't understand the teachers and she is afraid to ask. 
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PF12: She is a shy person so she will not talk to the teacher. 

As can be seen from the responses above, the parents expressed their concerns about their 

children struggling in the Afrikaans class. Lack of understanding and meaning making in the 

Afrikaans class was one of the biggest reasons why the children find the Afrikaans difficult and 

are often one of the key factors leading to poor performance. Being taught in a foreign language 

often come with challenges, especially inside the classroom when learners lived up to the 

standards of the prescribed curriculum and assessment practice.  In the responses above, parents 

expressed their frustrations regarding their children’s performance and meaning making of 

Afrikaans and felt the children are left behind as echoed by PF1 above. What is more, PF6 

indicated that her child sat for long hours but doesn’t get it right and the marks are poor. This 

confirms what the literature states that these learners fail dismally because assessment practices 

and policies are based on monolingual constructs because language proficiency is often 

examined (Antia, 2018; Shohammy, 2011). However, PF17 acknowledges even though it’s 

hard for the child, she believes she will get it right. The positive attitude shows a possibility of 

transformation through continuously trying to get it right. Piaget and Vygotsky’s theories made 

it clear that mother tongue or L1 is essential for learning as a part of intellectual ability 

(Noormohamadi, 2008). 

In addition to teaching and learning experiences, teachers and learners were also asked to 

comment on the experience of assessment for learning in the classroom. Assessment is a 

phenomenon that takes on many forms because it is associated with other terms such as 

formative assessment, classroom assessment, continuous assessment, and informal assessment 

and “are those carried out by teachers and students as part of day-to-day activity” (Browne, 

2016, p.1). Teachers’ experiences when marking assessments. Teachers expressed their 

experiences of learner performance in assessment tasks as followed:  

TF1: Learners are tested with an informal Afrikaans version despite the fact 

that it is not their home language. There is no support especially in 

Assessment to enable learners to understand better. They (learners) are not 

allowed to use slang or mix the language in Afrikaans Home Language at 

school.  
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The response by TF1 indicates that learners are required to write in the standardised version of 

Afrikaans with no provision made for the learners to write in a language other than the standard 

version of Afrikaans or English. This confirms Antia’s (2018) statement that in matric exam 

settings the official bilingualism of English and Afrikaans is illustrated in matric content 

subjects where both language versions are in the same booklet in a co-languaging format.  

In addition, teachers also expressed that the learners perform poorly in writing because they 

spelt incorrectly. This is echoed in the response below by TF2: 

As hulle skryf dan val hulle uit die bus uit van hulle kan nie die woorde reg 

spel nie, hulle sin konstruksie is heeltemal deurmekaar. (When they write 

they are out of their depth because they cannot spell the word correctly 

and their sentence construction is incorrect). 

The metaphoric expression used by the teacher: “they fall out of the bus” indicates that they fail 

dramatically and as a result, this means that the learners remain marginalized. TF1 is of the 

opinion that assessment could only have value if a conducive atmosphere is set. TF2 felt that 

learners are placed at a disadvantage when being assessed because they cannot express 

themselves well in Afrikaans and are often penalized. Given this, the teacher identifies potential 

problems, which means there is a need to disrupt the current way of doing things. It is therefore 

necessary for transformative agency and expansive learning or CLW discussed in Chapters Five 

and Seven.  

Furthermore, express their frustrations with teaching learners who use Afrikaans as a second or 

third language.  

TF1: CAPS is bulky and we have a lot to cover, and the administration 

expected of the teachers makes it more difficult to give individual attention 

to the learners. 

 

TF2: The learners need special attention and we don’t have time in class for 

that. 

 

TF3: It is unfair because our learners’ home, second or third language is not 

Afrikaans. 
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TF4: Learners’ struggle to understand and they get poor results and we must 

answer to that. 

 

TM1: It is rigid at times. Learners find it difficult and we as teachers struggle 

to help the learners because of our workload. 

The above statements illustrate teachers’ frustrations because teachers are expected to complete 

the curriculum within a certain time frame. The fact that learners are not mother-tongue 

speakers of the LoLT hinders their ability to complete the curriculum as demanded by the 

powers may be. Learning with a barrier makes it even harder for learners to keep up and the 

pressure to complete the curriculum does not give learners enough time to work on their 

weaknesses and concerning areas. Scholars such as Myles and Mitchell (2004, p.31) believe 

“practice makes perfect” and that reinforcement, repetition, imitation, and reward are important 

in second or additional learning. However, the teachers seem to be frustrated with the learners 

to implement strategies such as reinforcement, repetition, imitation and rewards. This is echoed 

by TM1 below who highlights that the quantity of the work affects learners not developing their 

full potential. 

TM1: It is a roller coaster drive of quantities that needs to get done and this 

results in learners not developing their weaknesses in full. 

The metaphoric expression used by TM1 and the cry out of unfair treatment by TF3 seem to 

suggest teacher’s discomfort with the current curriculum delivery in the classrooms and the 

urgent need for transformation as the contradiction in policy and practice can be viewed as a 

“motive force of change and development within and between activity systems” Engeström 

(1999, p.381). On the other hand, the findings indicate that learners find the use of Afrikaans 

as the language of assessment challenging. It is evident in the below responses that linguistically 

and culturally diverse learners in the school domain are faced with multifaceted challenges 

relating to classroom and assessment context (Antia, 2018).  

LB1: I can do way better if I was assessed in my own language and it is unfair 

to be assessed in another language while we can do better in our native 

language. 
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LB4: Dit is uitdagend om op ‘n daaglikse basis geassesseer word in ‘n taal 

wat nie jou huistaal is nie. Dit is moeilik vir baie leerders om hul volle 

potensiaal te bereik want ons word gelimit volgens taal. (It is challenging 

being assessed daily in a language that is not your home language. It is 

difficult for many learners to reach their full potential because we are 

limited because of language). 

 

LG3: In Afrikaans is ek nie so goed nie, want ek vind dit nog moeilik om te 

verstaan en om my gevoelens te express. (I’m not good in Afrikaans 

because I find it still difficult to understand and express myself). 

 

LG6: Ek vorder nie met Afrikaans nie, ek kry altyd sleg punt en ek hou nie 

daarvan nie. (I don’t progress in Afrikaans; I always get poor marks and 

I don’t like it). 

 

LG11: Ek vorder baie sleg… (My progress is poor). 

Teaching, learning and assessment cannot be separated from each other as assessment forms 

the systemic basis of what learners learned. Yet, learners acknowledged that being assessed in 

a language other than their home language had serious implications because they performed 

poorly and could not reach their full potential because they were limited because of a lack of 

understanding. LG 3 also indicated that she finds it difficult to understand and express her 

feelings. There seems to be a mismatch between the language of LoLT and learners’ ability to 

make an emotional and intellectual connection with the language. This could be because the 

LoLT is only practised at school and is not a necessary part of the learners’ identity. LB1 on 

the other hand indicated that he would do better if he can be assessed in his own language. The 

response of LB1 indicates a springboard for change because there is a need to seek other ways 

so that learners can do better in their schoolwork. 

Furthermore, data also revealed that learners struggle to complete tasks. The opinions of 

learners are illustrated below: 

LB1: In Afrikaans, our teachers try by all means to say Afrikaans words in a 

simple manner but as for other teachers that don’t give us the support that we 

need, we find it very difficult to complete their task. 
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LG14: Teachers do assist us but sometimes they are not fair to us. 

 

There are attempts made by the teacher to explain the language in a simple manner as suggested 

by LG14 but learners are expected to write in the language of assessment. LB 1 cries out for 

support from the teacher because he finds it difficult to complete the task. The researcher 

therefore of the view that there seems to be a need for teachers to use multilingualism as means 

of scaffolding and ZPD to bridge the gap between the actual level of development and the 

potential level of development with the guidance of teachers or through collaboration with more 

capable peers (Vygotsky, 1978, p.86). 

As indicated above, the analysis of the data shows learners’ struggles during teaching and 

learning. In addition, data also reveals learners struggle with assessments and perform poorly 

because they did not understand the language of the examinations and cannot complete the 

assessment. Learners expressed their views as followed:  

LB1: My performance is very poor. 

 

LG2: I perform poorly in my work. 

 

LG3: I can do much better; I just sometimes don’t understand. 

 

LG5: I want to do better. I am not happy with my results. 

 

LB5: Ek doen swak. Ek is altyd bang ek gaan druip. (My progress is poor. 

I’m always scared that I will fail). 

 

LB7: Die woorde is soms so groot dan verstaan ek dit nie. Ek los die vrae oop 

as ek nie verstaan nie. (The words are sometimes too difficult then I don’t 

understand. I leave the questions blank when I don’t understand). 

 

LB8: My punte is baie swak. (My marks are poor). 

 

LG1: My punte is swak, ek sal beter doen as ek beter verstaan. (My marks 

are poor; I will do better if I understand better). 

 

LG8: My results are not good. 
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LG9: Sjoe, my results are poor. I stress a lot because I am afraid of failing. 

 

LG10: My performance is so poor because I fail to understand the questions 

in the exam and even in the classroom. I can’t even do oral because other kids 

laugh at me because I sometimes can’t pronounce the words right. 

 

LG11: I don’t score good marks. 

 

LG15: My results are poor. 

 

LG16: My performance is very poor. I don’t understand some of the 

questions. It is so difficult. Sometimes I wish I could do better. 

Despite the intent, many learners indicated their results are poor. The responses of learners 

LG10, LG9, LG1, LG16 and LB7 indicated that their poor results can be attributed to the lack 

of understanding of the language of assessment. Scoring poor results can have everlasting 

effects on the future of the learners. As indicated by LG9 and LB5 they fear failing. Learners’ 

socio-economic circumstances as mentioned in Chapter One are of such a nature that failing 

can hinder their future opportunities of breaking out of their current circumstances. The gap 

between rich and poor may be addressed through adequate schooling of the masses. However, 

there is a need to revise how the current system promotes or constrains social equality. 

Furthermore, the learners also highlight that they struggle to do oral assessments because they 

struggle to pronounce the words correctly and express their feelings and because become a 

laughingstock to their peers.  

LB1: In Afrikaans, I’m not so good because I still find it difficult to 

understand and to express my feelings. 

 

LG3: My performance is so poor because I fail to understand the questions in 

exams and even in the classroom. I can’t even do oral because other kids 

laugh at me because I sometimes can’t pronounce the words right. 

The above responses illustrate that the participants’ need to succeed is inspired by their desire 

to have opportunities in the world of work and is shaped by their view of language. The 

language barrier that isiXhosa learners experience impacts their academic performance and the 
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need to pass for better opportunities is influenced by their desire to understand the LoLT. The 

response above highlights the lack of understanding of the questions in the exam as well as the 

classroom on the side of the learner imposing unfreedoms on learners’ rights to equal 

opportunities as per regulations of CAPS. The learner’s inability to perform the expected task 

is placing further strain on the learner because the learner has the desire to understand the 

language at the time of the assessment task since she needs to pass the oral exam to increase 

her academic performance and to better her chances for opportunities after school. 

Consequently, it appears that learners are faced with double jeopardy in assessment because 

learners are being punished for failing due to language barriers but at the same time schools and 

teachers fail to provide resources to enhance learner performance. Neglecting to acknowledge 

the impact and role of language used in assessment and classroom, could limit opportunities for 

learners to pass and may exacerbate social inequalities as alluded to by Antia (2018).  

The study acknowledges that learners’ experiences directly impact teaching and learning and 

assessment. Learners’ ability to understand the language of LoLT and assessment is deemed 

important by the learners to enjoy learning in Afrikaans. The role and attitude of the teachers 

can either make learners despondent or give them a pleasant experience to learn. If learners 

struggle to complete tasks, it can have serious implications for their progression of learners 

making it hard for them to tap into opportunities in the world of work. The current practices at 

the school that host a variety of learners in terms of language diversity seem to operate as a 

predominantly monolingual school. These chosen monolingual practices especially on the side 

of the school language policy and teaching preferences of the teachers caused educational 

hindrances as echoed by Makalela (2017). As illustrated above, teachers TF4 and TF2 prefer to 

use Afrikaans because they feel comfortable with Afrikaans. Thus, it seems that these teachers 

show very little regard for the struggles of the learners as they show little interest to try and 

bridge the gap for the isiXhosa learners that seem to struggle and perform academically poorly 

because of their language barrier. 

These actions highlight a multifaceted contradiction between the school (rules that govern the 

school) and the community (in this case the learners) and the mediated object (which is the 

shared goal of producing citizens that would contribute productively to the economy of the 

country). If learners are not able to complete tasks and are not supported to enable them to 

complete the tasks, it could lead to failure, which could be detrimental to learners’ future 

aspirations to achieve functioning and live the life they desire as postulated by Sen (1999).  
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In addition to the learners’ responses, parents were also asked to comment on their children’s 

academic performance. Parents responded to the question on whether their children were coping 

with their current teaching, learning and assessment as followed: 

PM1: She finds it very challenging… 

PM2: She doesn’t cope. I think she finds it hard because she doesn’t 

understand the work. 

PM3: He doesn't write properly. He struggles with Afrikaans and the other 

subjects. 

PF1: My boy tries, he really tries but I can see he struggles and I can’t help 

him. 

PF5: My child comes home and doesn't know what to do, it’s hard. He doesn’t 

understand. 

PF6: The marks are very low and I think she will fail, she needs help. 

PF7: It is not easy for my child. She complains all the time she doesn’t 

understand. 

PF11: My child says she doesn't get help and feels she is treated as others in 

class.  

It is evident in the responses of the parents that the learners struggled to cope with teaching, 

learning and assessment. PF6 expressed her concern that her child might fail if she did not get 

help. The parents’ responses also illustrate that the current situation could be detrimental to the 

future of their children. Urgent transformation is therefore needed to assist their children.  

There seems to be a contradiction between the subject (learner who struggles with Afrikaans), 

the parent (community who enrolled the child to have better opportunities in an Afrikaans 

school) and the object (which is to pass Grade 10 and master literacy levels as required by the 

Curriculum). Parents need to see their children succeed seems to influence the chosen place of 

learning even though their children struggle with the LoLT. Parent’s inability to assist their 

children is creating tension in the activity system as current practices at school do not 

sufficiently support isiXhosa learners, which could have everlasting effects on the future of 
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these children. Even though parents have the right to send their children to a school of their 

choice, there seems to be a contradiction in the parallel function of policy and practice. This cry 

out by the parent shows the need for urgent transformation.  

Examining the responses of the parents, it was evident that parents experience their children’s 

difficulties in learning in Afrikaans and are unable to help. However, their perception of 

Afrikaans as the preferred language for jobs and future opportunities is in most cases the reason 

why it is the chosen LoLT by parents for their children. There appears to be a contradiction 

between rules (Afrikaans as chosen language), community (learners and parents) and school 

(division of labour) and the outcome (that is to have successful learners exiting the schooling 

system).  

There is no doubt that both teachers and learners are impacted by the dispensation of 

multilingual classrooms. However, it is important that teachers develop and improve their skills 

in additional languages in accordance with the language policy of the specific province they 

teach in. The school should provide a space where additional language speakers can improve 

their language skills through reinforcement, repetition, imitation, and reward (Myles and 

Mitchell, 2004).   

4.4 Factors hindering the implementation strategies to support multilingualism  

Participants were asked if any alternative strategies were used to assist multilingual learners 

with teaching and learning and assessment. It was important to determine if and what 

intervention strategies are used to assist multilingual learners in the Grade 10 Afrikaans Home 

Language classroom. This in-depth information is needed since this study aims to develop a 

model based on the needs of the learners. In the analysis, I observed that very little or no 

strategies at all are used to support multilingual learners in Afrikaans Home Language classes. 

4.4.1 Unfreedoms to use alternative strategies to support multilingual learners in 

Afrikaans HL of assessment 

I observed that teachers and learners have little to no freedom to use alternative strategies in 

Afrikaans Home Language classes. There seems to be no clear guidance from the school or the 

Department of Education in terms of what specific guidelines should be followed to support 

multilingual learners in teaching, learning and assessment. Teachers and learners were asked to 

answer the question if they have the freedom to engage in alternative practices in teaching and 
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learning and assessment. This information was important to ascertain if the school allows such 

practices and whether teachers engage in such practices to support learners in a multilingual 

context. Their views are highlighted below: 

TF1 states that she only has freedom in teaching and explaining the content 

but has no freedom in terms of assessment.   

TF2 states that she assesses all learners on the same basis because oral and 

literature essays and written papers got a standard rubric to assess learners 

and examination rules are limiting classroom and assessment practices.  

The idea of standardized rubrics and the idea of implementing the curriculum may also be some 

of the contributing factors that prohibit teachers from seeking alternative strategies to support 

culturally diverse learners. As mentioned earlier, this study contests a one-shoe-fits-all 

approach. This also echoes Hoffman’s (2017) view that CAPS is prescriptive and that policy 

designer follows a one-shoe-fits-all approach that does not allow flexibility in the curriculum. 

It appears that teachers accept that learners must write as demanded by the powers may be as 

their core focus seems to adhere to the prescribed rules of the CAPS. This is illustrated by TF2 

above who stated that she assesses all learners on the same basis because oral, literature essays 

and writing papers have a standard rubric. 

This could surface as one of the many challenges that cause underperformance in South African 

schools given the nature of our diverse learner population. However, the fact that TF1 

mentioned she has freedom in her teaching because she translates from Afrikaans to English 

seems that translation is the only strategy tried sometimes by teachers. The openness to engage 

in such practices can be seen as a springboard for change. 

Furthermore, the use of monolingual practices by teachers during teaching and assessment is 

often a result of their view of the curriculum being cast in stone. Such as in the view of TF1: 

…because they are compulsory to talk Afrikaans would it be difficult to convince her that 

changes are a need because she views the use of Afrikaans as compulsory. TF1’s response 

illustrates the freedoms and unfreedoms of teachers in terms of curriculum coverage, the 

language of assessment and alternative strategies to teaching and learning.  

Though teachers often don’t have a say in the language policy of the school and the enrolment 

of learners, they are faced with the challenges of working with multilingual learners daily. 
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Having limited options as alluded to by the teachers above, impacts learner performance as 

these learners’ results often reflect poorly. This leads to the burning question; how can the 

current results be improved?  What support is given to teachers to enable them to effectively 

assist multilingual learners in a different context? Although this research cannot generalize what 

is happening in other schools, it closely examines one site to highlight the experiences of 

teachers and learners in multilingual settings. 

Against this background, it seems that a prescriptive curriculum advocating a one-shoe-fits-all 

approach (Taylor, 2009) is not conducive to a schooling system forced to accommodate a 

diverse group of learners. Scholars such as Antia (2018) and Taylor (2009) thus argue that 

underperformance on the side of the learners in South African schools can be attributed to the 

multifaceted challenges in assessment triggered by a monolingual regime often disregarded as 

a major contributing factor of linguistically and culturally diverse learners.   

There seems to be a multi-layered contradiction between policy (rules) in this case CAPS and 

LiEP aims to redress the social injustices created through language dominance and practice (a 

division of labour), the school not acknowledging the identities of the learners through their 

policy implementation and the community (learners) who are depended on the school to create 

a safe environment. Sen’s (1992) theory of CA can thus be applied to South African schools, 

especially the schools that emerged from apartheid with its unique challenges and transitioned 

to adopt post-apartheid norms, which are often perceived on a superficial level when 

considering different households, communities and schools. These language ideologies, 

however, trigger teachers’ experiences in the classroom while teaching and learning and 

assessing multilingual learners in Afrikaans such as being confronted with isiXhosa learners 

who struggle with meaning making in the Afrikaans Home Language class because the LoLT 

is different from their home language. McKinney and Tyler (2019) assert multilingual 

classrooms are shaped by language ideologies as well as the language used as a resource of 

learning. Against this backdrop, the question to be asked is: What roles can the languages of 

the learners play in mediating the difficulty of Afrikaans Home Language? How is the 

multilingual space supportive for meaning making in Afrikaans Home Language? 

In response to the same question, learners indicated that they do not have any freedom to engage 

in alternative practices because it is not allowed in the classroom. As mentioned in sub-section 

4.2.3 learners LB8, LB7, LG9 and LG3 indicated that they are either chased out of class or they 
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are told they can go to schools that accommodate their home language. Other learners such as 

LG5 and LG13 in the below responses also indicated that they cannot ask someone for help and 

they are not allowed to speak Xhosa in class. 

LG5: Hulle sê dat jy mag nie vir iemand vra vir help nie. (They say that you 

cannot ask someone for help). 

 

LG13: Ons mag nie in ander klasse Xhosa praat nie. (We are not allowed to 

speak Xhosa in other classes). 

The fact that learners cannot seek assistance in class from their peers or revert to their home 

language for meaning making indicates the lack of collaborative learning and the learner-

centred approach that CAPS advocates for.  

Learners further indicated that they do not have any freedom in terms of assessments and the 

language used in assessment tasks, which are illustrated by the following responses: 

LB1: Ons het niks freedom nie. (We don’t have any freedom). 

LB4: There is no freedom of language use in our assessment tasks 

LB8: We have no freedom; we must write in Afrikaans. 

LG3: I have fokol (no) freedom. 

LG5: No freedom. 

LG9: We don’t have to say we must write in Afrikaans. 

LG10: We have no freedom when we write. 

LG17: We have no freedom. 

Many learners indicated that they have no freedom in terms of the language used in assessment 

tasks. However, the response of LG3 captured my attention as the learners used a swear word 

to indicate that she has known freedom when it comes to the language of assessment. The 

response of the learner highlights her intense level of frustration. It could also mean that this 

learner screams for alternative ways to assist them in assessment. The question is that if the 

languages in communities change without policy change, why is it difficult for schools to 
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change the dynamics and introduce language varieties or include language practices such as 

multilingualism or translanguaging to accommodate the language changes happening in 

schools?  

4.4.2 Support in Afrikaans Home Language classes for LOLT and assessment  

I noted that there is some effort to support learners in Afrikaans Home Language classes. During 

the lesson observation and through interviews I found that teachers also use ‘Kaaps’ in the 

classroom for teaching and learning as a means to try and assist the learners. This is illustrated 

below: 

TF2: Julle verstaan mos 2D en 3D. Ja julle het algehoor van it. (You do 

understand 2D and 3D, right? Yes, you heard it before). 

The teacher tried to teach the learners about 2 and 3-dimensional shapes when she started the 

lesson. She refers to 2D and 3D in English and when she tried to convince the learners that it is 

words that they heard before she spoke in ‘Kaaps’ by saying “ja, julle het al gehoor van it” 

(Yes you heard it before). The standardised version of that sentence is “ja, julle al gehoor van 

dit”, meaning (Yes you heard it before). 

Teacher 1, on the other hand, tried to make the learners feel comfortable and she would use 

words such as “kom man, moetie soe wiesie. Probee jy oek” (Come on, don’t be like that. You 

also try). The standardised Afrikaans version of the words is “kom man moet nie so wees nie, 

probeer jy ook” meaning (Come on, don’t be like that. You also try). 

However, learners indicated that even though teachers explain the work because they are taught 

in a language that is not their home language or even the first additional language, they still 

struggle with meaning making. What makes it even more complicated is that they take longer 

to grasp and process the words in Afrikaans and comprehend and ultimately make meaning of 

the work. Participant LB2 also indicated that speaking and hearing his own language makes 

him happy. This means that combining two languages for the benefit of the learners could 

nurture the love for learning and teaching and at the same time enhance learners’ repertoires in 

L1 and L2 to express them better. 

LB1: Sometimes teachers explain but we still do not understand, which 

complicates the comprehension of the work. 
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LB2… Afrikaans words take longer to come to mind. I can express myself 

and my feelings better in my language and to hear people speak my language 

makes me happy. 

To add to the frustration of the participants is that they are already struggling to understand the 

language and at the same time feel, no one is assisting them with questions that are asked in a 

very standardized manner. The below responses support the view of the participants: 

LB2 … There is no one helping us out in terms of understanding the questions 

in Afrikaans because they have the tendency to ask us questions in ‘Boere 

Afrikaans’ (the bold signifies the negative emphasis of the learner in 

saying the word). 

LG4 …There are no strategies that teachers use to assist me because they 

don’t understand me when I explain and when I say Afrikaans it is hard for 

me to learn. 

LG5: Hulle sê dat jy mag nie vir iemand vra vir help nie. (They say that you 

are not allowed to ask someone for help). 

The learners refer to the standardised version of Afrikaans as Boere Afrikaans because it is the 

so-called purified version of Afrikaans. Therefore, the learner seems to have a negative attitude 

towards the type of Afrikaans, especially because she struggles to understand Afrikaans. Boere 

Afrikaans is associated with the then-dominant language enforced on black people pre-1994 to 

dominate the masses. The current practices in a post-apartheid era echo the sentiments of an 

apartheid system that created frustrations in the past but is yet evident in the present. 

Furthermore, learner LG4 indicated that there are no strategies used by teachers to assist 

learners. Learner LG5 also indicated that they cannot ask for help. This could mean that they 

can’t ask peers in their own language if they did not understand or that the teachers use a 

teacher-centred approach and ignore collaborative learning amongst peers. Given the multiple 

multilingual strategies available as indicated in Chapter Two, one could argue that the need for 

a CLW with teachers is paramount to initiate transformative actions and to create awareness of 

the multiple strategies teachers can use in their multilingual classrooms.  

Furthermore, the findings of the data indicate that there is a lack of support on the side of the 

teachers and this increases the frustrations experienced by learners. The responses of the 

learners are captured below: 
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LB4: The content is sometimes difficult, and the vocabulary is too 

challenging. I leave out the questions I don’t understand. 

LG5: The teacher doesn’t explain the work and we don’t understand. 

LG9: We don’t get support. We are scared to ask the teacher because she 

gives us an attitude. 

LG10: I sometimes want to cry because I don’t understand. The words 

confuse me. 

LG17: We struggle especially with the tests and no one explains to us 

These constraints collectively deepen learner unfreedoms in the classroom, limiting their 

chances to improve performance, and are exacerbated by teachers’ and parents’ personal 

preference of language, lack of teacher support and often triggered by despondent learners in 

the classrooms. However, as alluded by Sannino, Engeström and Lemos (2016, p.4) the 

“concepts and practices generated in an expansive learning process carry future-oriented visions 

loaded with initiative and commitment by the learners”, which could act as an enabler to reduce 

learner unfreedoms. 

Other participants added that some teachers are rude to them and this often leads to a lack of 

participation on the side of the learners.  

LG9:  …Sommige onderwysers is rude. (Some teachers are rude). 

LG17: Ewe, baie rude. (Yes, very rude). 

What is more, learners feel uncomfortable putting up their hands as indicated by LG12 because 

if they put up their hands the teacher would snap because she was moody and say she cannot 

explain every time.  

Byvoorbeeld, ek sê nou vir juffrou ek verstaan nie dan sal sy somme snap ek 

kanie heeltyd verduidelik ni neeeeeh so ons is nie altyd gemaklik om ons 

hande op te steek nie van on sweet die juffrou is moody vandag. (For 

example, if I say Miss, I don’t understand then she will snap and say I 

can’t explain every time so we are not always comfortable to raise our 

hands because she is moody today). 
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The teacher’s moody actions as illustrated by LG12 could be because teachers are frustrated. 

After all, they have to explain over and over as indicated by TF4:  

I find it challenging, students find it difficult to understand the content and I 

find myself repeating the lesson in English. 

In addition, it could be that learners are disrespectful towards the teacher by speaking in 

isiXhosa and laughing and the teacher finds herself in a position where she doesn’t know why 

they are laughing as echoed by participants TF2: 

TF2: I sometimes find it challenging when working with such learners 

because they will speak in another language with each other and start 

laughing. I, as a teacher, have no clue because they are laughing. It is really 

challenging because although I tell them to speak Afrikaans they will 

continue. 

The teacher might just be moody because she doesn’t feel like dealing with the stress, and 

difficulty associated with isiXhosa-speaking learners and feels they can be accommodated 

elsewhere. This is echoed by: 

TF3: There are schools for learners that speak isiXhosa home language. 

There seemed to be a misconception by the teacher that learners must go to a school where 

isiXhosa as LOLT because in reality there are no schools in SA that offer African languages 

beyond Grade 3. This kind of attitude highlighted by the participants can be detrimental to the 

progress and academic performance of learners, as well as their sense of belonging. Teachers 

are often overwhelmed due to the lack of experience in the teaching context, their inability to 

speak more than two languages as well as their personal views sometimes prohibiting them 

from accepting constant change. Teachers thereby seem to demotivate learners and this could 

be seen as a serious capability limitation to the teaching and learning process. Due to the lack 

of support and limitations placed on learners on ways to learn, the learners feel they are helpless 

and fear they will fail. Unfortunately, the actions of such teachers led to serious unfreedoms for 

those learners who see learning as the only way out of their circumstances. Furthermore, 

learners express their frustrations because of the way the teacher makes them feel because they 

speak in a different language to make meaning. It seems learners struggle to cope and handle 

their circumstances in Afrikaans classes. There is a need to focus on learning more than two 



 

124 

 

languages on the side of the teachers.  This could reduce teachers’ frustrations in classrooms 

that host multilingual learners.   

Moreover, parents were asked to answer the questions: Are there any alternative teaching 

strategies teachers use to assist/support their child in classroom practice? This question was 

important to get in-depth information on the role of the parents in their child’s schoolwork.  

Parents’ responses to the question are captured as followed:  

PF1: Not that I know of. 

PF7: I don’t know. 

PF8: I don’t think so. 

PF9: Not sure. 

PF12: Hayi (No). 

PF14: Don’t know. 

PF15: No, I don’t think so. 

The majority of the parents (PM1, PM2, PM3, PF2, PF3. PF4. PF5, PF6, PF10, PF11, PF12, 

PF13, PF16 and PF17) indicated that no alternative strategy is used for LoLT to assist their 

children. What stood out from the responses’ parents did not elaborate on the question as 

requested by the researcher, whether yes or no answer. A few parents as can be seen above 

indicated that they are not sure if alternative strategies are used by teachers to assist their 

children. The brief responses of the parents could be that they did not know what the concept 

of alternative strategies meant.  

4.4.3 Factors influencing support in Afrikaans Home Language classes  

The analysis of data indicates that there is a gap in current teaching, learning and assessment 

practices and there is an urgent need to change how things are currently done. I observed in the 

analysis that many factors influence support in Afrikaans Home Language classes. Teachers 

responded to the question of what factors could hinder change as followed: 
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TF1: What can hinder you is maybe the school policies of the department you 

know that speaks about the assessment and you must focus on the department, 

or the school policies don’t allow you to be adventurous about your teaching. 

TF2: Teachers are prescribed what to teach and assess for language and in 

that language. Teachers don’t really have the freedom to change language 

options for learners, that is illegal. It is not allowed by Curriculum and 

Assessment Policy Statement. 

Both experienced and novice teachers reflected a negative connotation towards any possible 

solution to assist learners. It also shows that teachers are stuck to the notion of the prescribed 

curriculum and as a result, might not want to implement any other intervention for the benefit 

of the learners. This is echoed by the following participants: TF1’s opinion is similar to 

McKinney, Carrim, Marshall, and Layton (2015) that initiating other language practices such 

as translanguaging is viewed as an illegitimate practice or as proclaimed by Probyn (2009) is 

smuggling in the vernacular. This may also hinder teachers from moving beyond the prescribed 

Curriculum to assist learners to reach their full potential. Even though teachers express their 

frustrations about the strictly prescribed curriculum, the need to be adventurous in their teaching 

as echoed by TF1 shows that teachers are willing to extend their creativity if they are given the 

opportunity. Therefore, collaboration amongst all stakeholders and a well-articulated plan of 

action for a multilingual context, communicated by the relevant parties in the education sector 

should bring the silver line in the very dark cloud. 

Other teachers highlighted factors such as resources, specifically the lack of reading material 

and dictionaries, inactive computer laboratories, and lack of Wi-Fi and data for learners to be 

exposed to digital ways of learning. This is echoed by the following teachers: 

TF1: Lack of dictionaries is a challenge. 

TF2: The school might not allow us to use learners' home language because 

it might create a different culture where their language will take over the 

classroom and teachers might struggle with discipline. 

TF3: We are moving towards digital learning; I mean it’s the 4th industrial 

revolution. We need to have Wi-Fi and data for learners to expose them to 

other ways of learning. 
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TF4: Lack of exposure to working with computers. 

TM1: Lack of resources is a huge problem. 

The study acknowledges that the schooling system still has a long way to go if it wants to bridge 

the gap between underperformance and miscalculation of the impact of language in the 

teaching, learning and assessment environment. The intensified contradictions during teaching, 

learning and assessment of multilingual learners call for expansive learning through the 

changing of mindsets of all stakeholders in the education sector. As such, Sannino, Engeström 

and Lemos (2016, p.4) are of the view that “expansive learning can lead to qualitative 

transformations both at the level of individual actions and at the level of the collective activity 

and its broader context”. When learners pursue and grasp instances of the expanding object of 

their activity, they also construct a new motive and new long-term engagement. Against this 

backdrop, teachers and learners should move away from the traditional norm of teaching and 

learning and assessment so that they can embrace more innovative approaches. These new 

approaches open the door to taking both teachers and learners to the next level where meaning 

making is concerned.   

4.5 Overview of Phase 1 Contradictions and Conclusion 

4.5.1 Contradictions in Phase 1 

Overall, there are four main contradictions identified in Phase 1. The four contradictions are 

listed and explained below: 

a) Contradictions between tools and objects. In this case, language is the psychological 

tool (how teachers teach the content) and drama textbooks as the physical tool (how 

learners make meaning of the words in the textbook). 

Learners struggle to understand difficult words/vocabulary of drama literature and the content, 

yet these difficult words were not explained by teachers but rather referred to the dictionary that 

learners must do on their own. The fast-teaching pace, lack of explaining or clarifying concepts 

by the teachers and the attitude that learners must do it on their own created frustrations among 

learners and increases the fear of failing amongst learners. Teachers moved on to new sections 

without consolidating the work to make sure learners understood the work. Learners’ lack of 

understanding of the standard variety of Afrikaans impacted the completion of activities /tasks 

when they should do the activities on their own.  
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b) Contradiction between the subject (teachers’ preference of language) and the object 

(improve learning experiences of multilingual learners) 

The exclusive attitudes of teachers and other learners towards Xhosa are because they did not 

want them to speak in their home language. After all, it is an Afrikaans school and would rather 

suggest they go to schools like Nomzamo. Learners felt anxious and did not participate because 

they were afraid to ask questions because of teachers’ negative responses. Teachers were sceptic 

to allow Xhosa in class because according to teachers it is not allowed by policymakers. Their 

fear of not understanding the language and the fear of Xhosa becoming a dominant language 

and learners taking over in the classroom hinders the use of multilingualism as a resource for 

learning.  

c) Contraction between the subject (learners), physical tools(resources) and division of 

labour (school/department as the employer) 

The lack of resources such as an isiXhosa teacher at school, phones or laptops or even data to 

do tasks impacts improving learners' learning experiences. The fact that the school host a large 

number of multilingual learners echoed the need for a multilingual teacher to explain and help 

multilingual learners with meaning making. The lack of resources be it physical or 

psychological impacts the learner’s ability to improve schooling and ultimately become 

successful in life. 

d) Contradiction between the subject (parents) and object (securing a stable future for their 

children) 

Parents' desire for their children to succeed and for better opportunities is one of the main 

reasons why they enrol their children in Afrikaans schools. Parents don’t understand Afrikaans 

and cannot assist their children with the chosen LoLT. On top of that, the children cannot cope 

with the LoLT and struggle to complete tasks. Parents hope for a better future contradicts their 

children’s ability to cope with the chosen LoLT. 

4.5.2 Failure in the classroom activity system 

What strongly emerged was that the classroom activity fails in the classroom where learners do 

not participate in the class activities yet they were eager to participate with the researcher when 

engaging in the focus group interviews. Even though the researcher would have wanted learners 
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to elaborate more based on their grade level, age and experiences, were their contributions 

enough to draw conclusions? There seems to be tension in the relationship between the teacher 

and the learners, hence the lack of participation on the side of the learners. The research aims 

to reinforce agency in the research activity as the intention is to transform the current situation 

at the school. However, there seems to be no transformative agency in the classroom as learners 

are passively involved in the classroom activities but actively involved in the research. CAPS 

expect learners to be actively involved in classroom activities, yet are learners more active in 

the research activity by actively answering questions? This could be because learners could 

voice their fears and frustrations openly without being judged or laughed at. The fact that 

learners were confident enough to speak to the researcher and not speak in class opens the 

possibility for transformation. One could therefore explore some of the things that occurred in 

research activity that could be used in the classroom. 

Given all the conclusions above the following main conclusions can be drawn from this. The 

reproduction of social injustices and equality in this specific school does not speak to the need 

for a new Constitution and surfaces the need for a CLW to get teachers, learners and parents in 

one place to confront issues hampering the achievement of multilingual learners. It is important 

to note if teachers know they do not make meaningful contributions to their current practices, 

why are they pursuing the same teaching methods? If teachers have a vision for teaching and 

ought to have a sense of agency, why are they continuing with methods that learners cannot 

benefit from? Are they intentionally reproducing social inequalities? 

Furthermore, it is clear we still have a long way to go in terms of embracing diversity in a post-

democratic society in SA where diversity in terms of language, culture, race and ethnicity are 

acknowledged in the Constitution of SA (RSA, 1996). What emerged strongly from the study 

is that there seems to be frustration with the use of Afrikaans as a language of LoLT across all 

participants. There exists a gap between teachers and learners forced to embrace diversity in a 

multilingual educational context. The present study intends to find out whether and how such a 

gap could be bridged by exploring the contradictions and raising awareness of discourses that 

condition meaning making in AHL assessment in Grade 10. It is important to note for meaning 

making, learners come to class with their background knowledge, life experiences, culture and 

history, and they also draw from their social surroundings. Contradictions in the case of this 

study are disparities in thinking and practice that emerged during classroom teaching and 

learning and assessment of multilingual learners in drama literature teaching. Even though 
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schools seem to be the perfect starting point to ensure and encourage multilingual acceptance, 

it is evident that people are driven by their attitudes, views, and perceptions. Just as teachers 

differ in terms of external and personal characteristics, this study also acknowledges that 

learners differ, and it is often overlooked in the context of schooling.  

However, these contradictions could be a springboard for change. The next phase aims to 

observe how the contradictions can be redressed as a CLW is needed to stimulate teachers to 

accept multilingualism. It could create the opportunity for teachers to learn isiXhosa as one of 

three official languages in the Western Cape so they can get a sense of the culture of the 

language. At the same time, the CLW aims to address learners’ attitudes when using isiXhosa 

as a resource by adhering to the rule of the classroom as per instructions of the teacher so that 

learners’ meaning making can be advanced. 

4.6 Conclusion 

This chapter used the CA and CHAT as lenses to explain and analyse data. Using the CA 

enables the researcher to demonstrate how the teacher and learner unfreedoms impact learner 

performance, limiting their ability to achieve educational functioning. The Capability sets 

demonstrate that learners cannot be treated as if they are all the same and therefore a one-shoe-

fits-all approach by teachers and the CAPS curriculum are not feasible in the current education 

system accommodating multilingual learners. This study acknowledges that learners come with 

their own resources, be it background knowledge, life experiences, culture, language and 

history, and influence from their social surroundings. This chapter, therefore, emphasizes the 

inappropriateness of the one-shoe-fit-all approach and highlights through the identification of 

contradictions a need for unique strategies to suit the needs of the learners at this research site. 

This study argues that learners are faced with double jeopardy in assessment because learners 

are punished for failing because of language barriers but at the same time the school and 

teachers fail to provide resources to enhance learner performance.   

CHAT was used to identify and surface contradictions. By identifying these contradictions, the 

study opens up new activities to initiate change. Contradictions are the fourth principle in the 

Expansive learning cycle. As Sannino, Engeström and Lemos (2016, p.4) explain, expansive 

learning can lead to qualitative transformations for both individual actions and collective 

activity and its broader context. Thus, the benefit for learners when exploring and grasping 

expanding objects of their activity is that it enables them to construct a new motive and new 
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long-term engagement. Both frameworks were useful in this study as they gave the researcher 

a detailed synopsis of the cry-out experienced by teachers and learners. The opportunity created 

by the research allowed them to voice their concerns and challenges, which leads to expanding 

opportunities for transformative agency. 
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CHAPTER FIVE 

PHASE 2- DESIGNING AND EXAMINING A MULTILINGUAL MODEL 

5.1 Introduction 

Chapter Five responds to the third question, which seeks to find possible strategies that could 

assist learners in making meaning in an Afrikaans Grade 10 class. The main source of data was 

generated in the change laboratory workshop (CLW) which forms the biggest part of Phase 2 

of the study. Specifically, this chapter first provides a brief description of CLW sessions, which 

aims to raise teachers’ consciousness of their teaching practices in Afrikaans classes and how 

their practices enable or hinder the academic performance of multilingual learners. Secondly, 

it surfaces and confirms phase 1 contradictions and introduces new contradictions, which will 

be used as springboards for expansive learning.   

In Chapter Four, I identified four main contradictions in relation to multilingualism and 

multilingual strategies in Grade 10 Afrikaans Home Language classes. As a result, CLW was 

conducted to identify more contradictions and to design a proposed intervention model as a 

solution for supporting the meaning making of multilingual learners in the Afrikaans Home 

Language classroom.   

5.2 Description of Change Laboratory Workshop 

Change Laboratory is an interventionist method developed and used within the framework of 

activity theory to initiate change (Sannino, 2008). The interventionist researcher-initiated 

cycles of discussion with the help of artefacts to stimulate conversations among teachers and 

learners. The CLW is object-oriented and it consisted of three two-hour sessions that occurred 

over three days.  

The first session aimed at orientating participation on the following: 

• Share the programme; 

• Negotiate times; and 

• Introduce the third-generation CHAT as a framework and analytical tool as well as the 

capability approach and sets. 

Furthermore, the purpose of the workshop was discussed and gave rise to double stimulation in 

the sessions. In addition, the CLW offered a space where participants can reconceptualise the 
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object of the activity. The key participants in Phase 2 were teachers and learners. Due to 

COVID-19, parents were not part of the CLW. This study was conducted during the global 

COVID-19 pandemic and COVID-19 protocols had to be considered at all times. Consequently, 

the sessions were held in the main hall to ensure social distancing and that COVID-19 protocol 

prevails. As can be seen in the Figure below, participants were seated in groups but spaced 

according to the requirements of COVID-19 regulations. The Figure below highlights the layout 

of the room and seating arrangement of the change laboratory workshop. 

 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

 

 

 

 

 

 

Figure 5.1: CLW Seating arrangements under COVID-19 regulations (Reproduced: Mbelani, 2018) 

Figure 5.1 above presents the participants in the change laboratory workshop, which had 28 

attendees including the researcher, a research assistant, and twenty-six (26) research 

participants (including 2 teachers and 24 learners). In the CLW teachers were grouped and 

learners were divided into four groups, with each group having 5 learners.  
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The second session was video recorded and the voice recording was used as a backup. 

Participants were informed before the time that data from the lessons and interviews was to be 

used to mirror the first stimuli as well as to open discussions that allowed for multi-voicedness 

and reconceptualization of the object of the activity. Various mirror materials used during the 

sessions highlighted the unequal access to educational success and manifested as a grade gap 

between multilingual learners and Afrikaans home language speakers enrolled in Afrikaans 

home language classrooms. As can be seen in Figure 5.1 the researcher and participants relied 

on a set of representational devices to mirror surfaced contradictions to jointly analyse 

disturbances in classroom teaching, learning and assessment and to develop new practices. The 

main tools that were used were PowerPoint transcription, data projection and pages to write. 

This allowed participants to take notes of the key points stemming from the discussions. To 

add, the mirrored data was used to bring critical events and innovative solutions from the 

classroom into the discussion. This dialogical process through shared experiences is reproduced 

by playing data that was videotaped during lesson observations and interviews. 

 

 

Figure 5.2: Presentations of second stimuli 
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Furthermore, the object of activity to be discussed was the use of Afrikaans as LoLT in literature 

without considering multilingual strategies. In addition, the CLW can be viewed as a tool for 

transforming teaching, learning and assessment of the literature in Afrikaans classrooms. Thus, 

the dialogical conversations in the CLW offered the space where what is thought within 

participants(intrapersonal) is verbalised from different perspectives (interpersonal). The object 

of the activity was reconceptualised into multilingualism and multilingual strategies as an action 

of the CLW.  Engaging in the change laboratory workshop, different sets of stimuli were 

presented through data particles and analytical frameworks that were used to stimulate 

participants’ reflection on current practices to a future intended activity system, essentially 

leading to the emergence of transformative agency where participants took charge of their own 

change (Mbelani, 2018).  

Moreover, participants were encouraged to analyse the contextual, cultural and historical 

underlying factors that hindered the meaning making of drama literature during the lesson as 

well as the academic performance of learners when engaging in activities or tasks. The actions 

of the participants are in line with Leont’ev’s (1978) concept of personal sense because 

participants give their perspective on both the ongoing situated interaction and on the object of 

the activity. The researcher posed the following questions to the participants to encourage 

personal sense through reflective practice or in the words of Sannino (2008) reflexivity and to 

guide discussions after data was presented. What was done not so well? 

• What did you find interesting in the lesson? 

• What was challenging? 

• What factors hinder the meaning making of drama literature during the lesson and 

performance in activities or tasks? 

These three questions were used to engage the workshop discussion because teachers and 

learners could relate to the questions. These questions also focused participants’ attention on 

the current actions of individuals relating to the meaning making of drama literature in Grade 

10 Afrikaans classes. Figure 5.3 below illustrates the process of reflecting on individual actions 

triggered by the present actions, exploring the past and ultimately seeking solutions for the 

future.  
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Figure 5.3: Reflexivity Process (Reproduced: Hill, Capper, Wilson, Whatman and Wong, 2007) 

 

The fourth question encouraged thinking about unidentified past actions or causes of 

occurrences that happened and connecting them to the identified actions and establishing why 

they happened. Reflexivity means that participants can navigate between past, present and 

future activity systems. Thus, the teacher and learners discussed the questions in groups (under 

strict COVID-19 rules) and presented them as such. 

Teachers and learners were expected to discuss and answer the first four questions displayed 

on the whiteboard. They wrote their answers on a page and presented them to the whole group. 

Written answers were used to further analyse details that might have been left out when answers 

were verbally communicated. Below, Figure 5.4 illustrates the face-to-face engagement where 

learners and teachers shared their challenges. 
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Figure 5.4: Reflecting on practices 

The third session was aimed at modelling and designing a new model. This session was aimed 

at participants moving from the current problems in their activity to problems experienced in 

the past. Through this, they model their activity as they experienced it in the past and continue 

to elaborate models of the current activity and its contradictions. This leads to the following 

step where collective reconceptualization occurs where the future model is designed for the 

activity system and many concrete partial solutions connected to that vision, to be implemented 

and monitored in practice (Sannino, 2008).  

Participants analyzed and redesigned their practice in dialogue with others, focusing on an 

expansive redefinition of their object:  

Teachers and learners were expected to respond to the last questions on the board: 

• What can be done differently to improve meaning making during lessons and 

activities? What solutions are there to be explored? 

The last question focused on the solution. This question created a space where participants 

could explore past and present experiences to envision future practices. Participants were 

required to think of ways to improve the situation and give solutions. The questions 

incorporated Steps 3 and 4 of the expansive learning cycles. Both teachers and learners had the 

opportunity to voice their different views as they could reflect and regurgitate while their 

experiences were still fresh. The order of the questions was in line with the order of the 

expansive cycle (see Figure 3.6), which seeks to surface contradictions, model solutions, 
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evaluate solutions and implement new solutions. As such, these five questions formed the basis 

of reflexivity of data analysis, presentation and discussion. 

5.3  Reflective process: Resurfacing of Phase 1 contradiction and identification of new 

contradictions 

This study explored teachers’ and learners’ perceptions of multilingual classrooms and analysed 

contradictions that emerge from within or in-between activity systems as highlighted in the 

third generation of CHAT (Engeström, 2011). With similar reasoning, Christie (2008) states 

that these constraints point to the existence of a physical (material and resources) and social 

divide within and between communities and needs prudent action to level the playing field for 

all students irrespective of the language and cultural diversities. 

As mentioned earlier the above questions were used to initiate discussions amongst teachers 

and learners to think and reflect on events (in this case the actual lesson) and current (present) 

practices and individual actions in teaching and occurrences of meaning making during 

teaching, learning and assessment tasks. As mentioned earlier, a common space with teachers 

and learners was paramount in the CLW to explore past actions and envision future practices 

to improve the situation. These five questions formed the basis of reflexivity of data analysis, 

presentation and discussion in section 5.3 below. 

5.3.1 Question 1: What was interesting? 

The CLW opened a space for participants to give in-depth reflections that enabled engagement 

about the meaning making of drama literature in Grade 10 Afrikaans Home Language classes. 

This process occurred because of the researcher’s intervention. This process as echoed by 

Sannino (2008, p.239) “may be seen as an indirect process that mediates the development of 

the participants’ personal sense of the activity they are involved in”.  As mentioned earlier the 

CLW was initiated by the researcher hence, I first asked who wanted to start with the first 

question. I asked that question to expose the norm where teachers were always at the forefront 

and at the same time create a safe space for the learners so they felt comfortable to speak and 

voice their opinions. After a few minutes of silence, I asked the teachers to start with the 

question. They commented on what they found interesting as followed: 
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TF1: Learners were comfortable speaking with their peers. They liked 

working in groups. I think some of them could hide amongst their peers but 

they tried.  

TF1: They learned the difference between a will and the testament spoken in 

the Bible. 

TF1: And writing the answers on the board helps them get a sense of what 

the difficult words mean. 

TF2: Yes, and they learned new words and even though it was difficult to 

understand they learned something new.  

TF2: Even though learners were sceptical to answer and answered some 

answers wrong, they participated.  

The teachers indicated that learners liked working in groups and were comfortable amongst 

their peers. The fact that learners seemed comfortable amongst their peers could be because 

learners were not comfortable speaking to the teachers and hit behind their peers.  They further 

indicated that learners learned new things though they found it difficult to understand. The 

teachers acknowledged that learners struggle to understand. This is a good starting point to have 

conversations on how to bridge the gap of lack of understanding on the side of the learners. The 

teachers also suggested that seeing the answers on the board helped them to make sense of the 

work. However, I find it rather difficult to understand how learners could make sense of the 

answers on the board if they struggle the understand them. 

After the teachers spoke, I asked the learners to present their answers on what they found 

interesting after the teachers as per the group numbers given to them at the start of the CLW. 

Group 1 stated: Ons het geleer van ‘n will en mense wat erf. (We learnt 

about a will and people that inherit). 

Group 2: Ons het geleer van mense se aksies en voorwaardes was gegee was 

sodat mense kan erf. (We learnt about people’s actions and terms and 

condition given in order for people to inherit). 
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Group 3: Ons het geleer van verskillende soorte dramas soos TV drama. (We 

learnt about different types of drama such as TV drama). 

Group 4: Ons het geleer dat om groen te wees is dat jy jaloers is. (We learnt 

that being green means you are jealous). 

Group 5: Ons het die woord welvarend geleer want oom Josef was welvarend. 

(We learnt about the word prosperous because Uncle Josef was 

prosperous). 

The analysis of the responses shows that teachers and learners highlighted the strengths and the 

positive experience. This confirms the view of Engeström et al., (2002a), who is of the opinion 

that the teachers (and in this case learners) reconceptualized the object of their activity because 

teachers started the conversation by referring to their students as capable and smart instead of 

defining them as apathetic and incompetent. Furthermore, learners seemed to be very excited 

about the new knowledge they learned in the classroom. The groups unanimously spoke about 

the content of the book that they learned. It seems that they found it rather intriguing to learn 

new words. The words they referred to are profound because given their socio-economic 

circumstance it is very rare that they think about inheritance and a will. This was therefore a 

very important lesson because learners could use the knowledge and share it in their 

communities.  

How learners made meaning of such important information is imperative, especially in the quest 

of producing economically active citizens through the CAPS curriculum. Teachers and schools 

thus play a fundamental role in the enhancement of meaning making of multilingual learners, 

because teachers one child can enrich a whole community. 

Furthermore, I asked the teachers if they wanted to add anything to this question and they 

responded as follows: 

TF1: Leerders sien nie die omslag as belangrik ag nie. (Learners don’t 

acknowledge the cover as important). 

TF1: I’m not sure if it falls under this question but I expected Grade 10 

learners to know the importance of the cover. It is where you get some insight 

on what to expect in the book. 
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TF2: Ja en die omslag verskaf inligting en leerders besef dit nie. (Yes, and 

the cover gives important information and learners don’t realize that). 

Teachers referred to learners’ lack of understanding of the importance of the cover page. Lack 

of reading and exposure to reading material on a continuous basis could be one of the main 

reasons why learners don’t value something simple as a cover page. However, the role of the 

teachers and the school to initiate reading programmes and regular reading opportunities is 

important so that learners will be able to value simple but important things like a cover page. 

Furthermore, I asked the learners if they wanted to add anything and they commented on the 

following:  

Group 1: Toe die les begin was daar gepraat van ‘n testament. Ons het dit nie 

verstaan nie, maar toe juffrou sê dit is ‘n “will” toe het dit meer duidelik 

geword. (When the lesson started, the teacher spoke about a “testament”. 

We did not understand, but when the teacher said it was a will, it became 

clearer). 

Group 2: Ons het gesien dat daar is ‘n oplossing vir die probleem en dat ons 

nie Afrikaans so goed verstaan nie. (We saw there is a solution for the 

problem and we don’t understand Afrikaans so well). 

Group 4: The way the teacher was trying to make it easier for Xhosa learners 

to understand subject in Afrikaans. She used English words to explain to us 

to make it easier. 

Group 5: Ons het “Kaapse Afrikaans” geleer. (We learnt “Cape Flats 

Afrikaans”). 

When the researcher asked if participants wanted to add something, the responses by both 

teachers and learners immediately followed the reconceptualization of the object of the activity. 

The follow-up question created a space where teachers and learners overcame the first 

representation by openly challenging the group. Teachers directly dismantled the representation 

of a lack of understanding of the importance of the cover page and highlighted it as a weakness. 

Learners dismantled the representation of a lack of understanding of the content but committed 

to solving and finding a solution for the problem as echoed by Group 2. Furthermore, TF 2 
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referred to previous experiences and highlighted the expectation of a Grade 10 learner with 

regard to the importance of a cover page. This shows the teacher’s commitment to teaching 

learners the importance of a cover page. 

What is evident in the responses of the learners is that there were instances where teachers 

assisted and made it easier for isiXhosa learners to understand by using a different language of 

LoLT. This is illustrated by Group 4 in the captured responses above. The teachers’ 

commitments and the learners’ reports of previous successful experiences signalled teachers' 

sense of multilingual learners and their ability to deal with these kinds of challenges. It is 

evident that the emergence of a personal sense of the teachers’ and their commitments was 

supported by the need to accommodate the other (in this case teachers accommodating 

multilingual learners, specifically isiXhosa learners). This echo claims that the Capability 

Approach states that people have different abilities to achieve and these abilities determine how 

individuals transform (convert) available resources or primary goods into achievement (Munje 

and Maarman, 2018).  Such is the case of the teacher who can switch between languages and 

use them as a resource to enhance understanding and meaning making for learners. Sen (1985) 

terms the process whereby resources are converted for transformation and achievement of the 

conversion process. 

What was more triggering, was the response of Group 5 stating they learned ‘Kaapse’ 

Afrikaans”? The response of Group 5 shows that there was evidence of using a different variety 

of Afrikaans in the classroom setting as per the standard variety assumed by the curriculum. 

This confirms TF1’s reference to different varieties of Afrikaans spoken by learners at the 

school in Chapter Four. The principle of double stimulation is evident as Afrikaans is the first 

stimulus and ‘Kaaps’ is the second stimulus (Sannino, 2011). The standard version of Afrikaans 

is what learners are expected to produce in classroom and assessment activities, but the teacher 

used ‘Kaaps’ to assist learners to make meaning. Even though the teacher was engaging in 

fostering agency by Afrikaans to English and ‘Kaapse’ Afrikaans, the issue of social justice 

was intensified because the teacher was not doing anything to reach out to isiXhosa learners. 

The social justice served highlights the articulations that were done and were in line with the 

first object of activity, which is the use of Afrikaans as LoLT in teaching, learning and 

assessment.  



 

142 

 

The actions of the teachers reflected that the only learners benefiting from this intervention 

were those that understand English and ‘Kaapse’ Afrikaans while those who speak isiXhosa 

were left out of the learning process because of their language. The CLW allowed participants 

to voice their frustrations, criticize practices and come up with solutions to bring about change. 

The ongoing conversations confirm the possibility of making concrete changes through 

discussions in the session. To add, the conversations highlight those similar changes as those 

discussed in the session previously happened in the teaching practice of TF1, therefore the new 

proposed changes discussed are doable. The talks into actions are thus in line with Sannino’s 

(2011, p.584) view of the principle of double stimulation, which is “the mechanism with which 

human beings can intentionally break out of a conflicting situation and change their 

circumstances or solve difficult problems”. 

Furthermore, the teacher’s desire to feel comfortable with the language she teaches limits 

learners’ opportunity to explore other alternatives such as asking for learners’ interpretations in 

their home language (isiXhosa) and then explaining in Afrikaans. This is evident in the below 

utterances: 

T2: Julle ken mos vir 2D en 3D? (You know 2D and 3D, right?). 

This, therefore, confirms what Antia (2018); Makalela (2017); Guzula, et al. (2016) state that 

monolingual practices are an educational hindrance for multilingual speakers and it poses a 

threat to the positioning of these multilingual speakers. These monolingual norms contradict 

the vision of the South African Constitution of 1996 to bring social justice for all, including 

multilingual speakers.   

In addition, it also echoes Makoelle’s (2009) view that SA education is still upholding apartheid 

ideologies of non-native speakers of the indigenous languages. These actions scream the 

burning question: Are indigenous languages such as isiXhosa still marginalized in a post-

democratic South Africa? The CLW and expansive learning of Engeström (2015) is applicable 

in this study due to its core quality of transformative agency in wider communities and work 

settings. The views of teachers and learners are explored in the CLW and therefore a collective 

design effort is needed, which is one of the core functions of the expansive learning process 

and involves the reconceptualization and practical transformation of the object of the learners’ 

and teacher’s activity (Sannino et al., 2016, p.2). It also aims to reconfigure the multi-layered 
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nature of meaning making challenges experienced by isiXhosa learners in Afrikaans Home 

Language classes through face-to-face discussions and engagements. 

I facilitated the process and frequently asked if the participants wanted to add something to get 

the conversation going. The CLW allowed learners to problematize teachers’ actions and can 

be used as springboards for change. In addition, expansive learning as highlighted by 

Engeström (2015) differentiates itself from focusing on learning within school only but goes 

beyond the activities in society at large. This type of learning goes beyond the confines of 

school.   

5.3.2 Question 2: What was done not so well? 

After all, the participants agreed, and we moved to the next question. I explained to the 

participants that we are moving to the question, which opened the conversation where they 

could identify things that require change. This question opened the discussion for springboards 

of expansive learning. 

Teachers pointed out the following: 

TF1: Tydbestuur, nie genoeg tyd vir aktiewiet en terugvoering van aktiwiteite 

nie. (Time management, not enough time to complete activity and to give 

feedback). Learners struggle to complete instructions/activities /tasks when 

have to do it on his/her own. 

TF2: Tydbestuur, nie genoeg tyd vir aktiwiteit nie. (Time management, not 

enough time to complete activity). 

Time management was pointed out as a concern because teachers felt that learners struggle to 

complete activities on their own and needed more time. As a result, the teachers did not have 

time to give learners feedback because of the constant delay on the side of the learners. 

Feedback is fundamental in the progress of learners as alluded to by Moss (2008) but could not 

happen because learners could not cope with the task at hand due to the language barriers. This 

created further frustration on the side of the teacher and the learners because teachers need to 

complete the curriculum in a set time frame and learners need to complete tasks as a requirement 

for achievement. 
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On the other hand, learners pointed out the following with regard to the question of what did 

not work so well: 

Group 1: Did not respond to the question. 

Group 2: Die ‘Kaapse’ Afrikaans. (The Cape Flats Afrikaans). 

Group 3: Toe ons die taak kry, het die juffrou nie verduidelik nie en die 

woorde was confusing. (When we got the activity, the teacher did not 

explain and the words were confusing). Teachers don’t explain they have 

the attitude you must do it on your own. 

Group 4: Ihlobo ebesiphata ngalo thina abaXhosa xa sisamana ucaciselana 

into esingayi understandiyo nge Afrikaans. (How we felt as isiXhosa-

speaking people when trying to explain something we don’t understand 

in Afrikaans). 

Learners mentioned that the use of ‘Kaaps’ Afrikaans by the teacher and the fact that the teacher 

did not explain the words created confusion. The learners further felt that the teacher’s attitude 

showed that they must do the work on their own. 

In response to Group 3, TF1 teachers pointed out the following: 

TF1: I need to take learners by hand. I realize some need individual attention, 

but time is a big challenge because we have so much to cover. 

The teacher expressed her commitment by emphasizing her determination to pursue new ways 

such as taking learners by the hand. There is a secondary contradiction between the subject’s 

adopted belief of opening space for individual learner attention and the rules (expected work in 

expected timeframes) demanded from the CAPS curriculum. There is also a tertiary 

contradiction between the subject’s transmission of information (using ‘Kaaps’) and the active 

and critical learner envisaged in the curriculum. Even though time and teachers’ limited 

language ability were structural hindrances, TF1 voiced her agency to transform the situation 

as can be seen in her comment above.  

Teachers’ ways of thinking, being and behaviour were shaken by the CLW as one of the 

findings of CLW opened a space for learners to sensitize teachers of the frustrations they 
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experience and at the same time soften teachers in this regard. Even though the teachers took 

the initiative of the variety of the language to ‘Kaaps’, it did not change the frustration of the 

isiXhosa learners because their language is not considered a resource to enhance their ability to 

make meaning. The teacher was not fostering agency and showed no acknowledgement of 

isiXhosa as a resource that could enable learners to make meaning.  

Even though teachers provided possible strategies to explain, they restricted the diversity of 

learners’ cultural capital (Mbelani, 2019) and as a result, a secondary contradiction between the 

subject, which is the teacher’s interpretation of ‘Kaaps’ Afrikaans and the division of labour, 

which is the learners’ interpretations of Afrikaans surfaced. Janks (2010, p.26) thus 

acknowledges that access without diversity ‘fails to recognize that difference fundamentally 

affects pathways to access and involves issues of history, identity and value’. The contradictions 

identified create the space for transformation. 

In response to Group 3, TF2 teachers pointed out the following: 

TF2: Ek moet meer aandag skenk om die werk in diepte te verduidelik sodat 

leerders kan verstaan. As daar vir elkeen ’n woorde boek is dan 145 oe ken 

die woorde saam 145oe ken ek kan dit verduidelik, maar tans sukkel ons met 

wordeboeke. (I must pay more attention to explaining the work in depth 

so that learners can understand. If everyone can have a dictionary, then 

we can look up the words together but we struggle currently with 

dictionaries). 

The issue of dictionaries and the lack thereof was raised by TF2. The teacher is of the opinion 

that all learners in class could benefit from having a dictionary because looking up difficult 

words could be a shared activity. However, the lack of dictionaries in class hampers the learning 

experience. This is the reason why learners were required to look up words in their own time. 

Given the socio-economic circumstance of learners as mentioned in Chapter One, learners do 

not have resources at home and this further impacts the ability to understand difficult words 

and ultimately struggle to make meaning. Like TF 1, TF2 also commits herself to giving more 

attention to explaining the work in detail. In supporting the latter Sannino (2008, p.239) believes 

that “participants who reconceptualize the object of their work in Change Laboratory see the 

object through the perspective of their own motives, that is, in the perspective of personal 

sense”. The development of personal sense is thus a critical achievement that allows teachers 
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and learners in the CL to envision and implement change in their classroom teaching, learning 

and assessment. 

There is a secondary contradiction between the subject’s adopted belief to give more attention 

to explaining the work, rules (expected time frames set out by CAPS) and tools (use of 

dictionaries) and division of labour (learners’ ability to use the dictionaries effectively). Even 

though the lack of consolidating the work, time and tools was a structural hindrance, TF2 voiced 

her agency to transform the situation as can be seen in her comment above. Both teachers 

acknowledged through the responses that they have to work on their shortcomings. Their 

commitment shows their agency and willingness to take action. 

5.3.3 Question 3: What was challenging? 

Question 2 created a platform for the conversation could flow. Question 3 allowed participants 

to dig deeper to find the invisible causes that gave rise to the participants’ challenges. 

Participants highlighted a number of structural underlying issues that hindered learners’ 

meaning making in Afrikaans Home Language drama literature. This question allowed 

participants to discuss further springboards of expansive learning. 

Since teachers started the conversation with the previous questions, they continued to present 

their comments first. I facilitated the speaking turns such as in the case of the other questions. 

Teachers pointed out the following challenges: 

TF1: Learners did not understand the word “Testament”, which is the title of 

the drama literature book.  

TF2: Yes, I also found that learners did not know what the word meant. They 

linked it to the Bible. 

Teachers found it rather disenchanted because they expected the learners to have some 

knowledge about the word given at their level. Learners perhaps did not understand the word 

because Testaments (wills) are not something that they are exposed to in the communities 

because of their socio-economic circumstances. Based on the teacher’s observation, they used 

the book to educate learners about a will and the importance of a will. This will prepare the 

learners for life after school.  

Teachers further added: 
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TF1: Woordeskat te hoog. (Vocabulary too difficult). Om terugvoering van 

leerder te kry.  Hulle voel nie gemaklik nie. (To get feedback from learners. 

They don’t feel comfortable). 

TF2: Ek sukkel om die boodskap oor te dra. (I struggle to convey the 

message). Leerders sukkel om die inhoud te verstaan. (Learner’s struggle 

to understand content). Al die hoë woorde moes verduidelik word voor 

hulle kon verstaan het en terugvoering gee. (All the difficult words first had 

to be explained before they could understand and give feedback). 

For TF1, there is a secondary contradiction between the subject’s hope of opening a space for 

learner engagement, the community’s uncomfortable behaviour and the division of labour as 

shown by learners’ nonparticipation. Learners might also be uncomfortable speaking and 

contributing in the class because their home language (isiXhosa) could surface and they were 

constrained by the said or unsaid rules about the use of other languages in class or that it is not 

an isiXhosa school. As illustrated in sub-section 4. 2.3 that it is an Afrikaans school and learners 

are not allowed to speak in their home language, which is isiXhosa.  

For TF2, there is a tertiary contradiction between the subject’s transmission of information and 

the active and critical learner expected in the curriculum. There is another secondary 

contradiction between the community’s hope to understand the content and the object to show 

the attainment of work for progression. The fact that learners struggle to understand the content 

and the vocabulary means that this could have serious implications for their progression and 

ultimately limit their opportunity to pass, which could have dire consequences for their future 

in terms of university entry and job opportunities.  

As a facilitator of the CLW, I asked teachers if they have anything to add before I moved on to 

the next group. Teachers responded as followed based on the earlier responses: 

TF1… Once they feel comfortable, I feel that their attitude will change, the 

anxiety will lessen and their need to succeed becomes bigger. 

 

TF2: Hulle attitude depends, ken hulle die goed of ken hulle dit nie. (     Their 

attitude depends on whether they know the content or not). 
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The comment of TF2 indicates that learners’ attitude was dependent on their knowledge of the 

content. This implies that if learners don’t know the content, they might not engage in 

discussions in the classroom or might not participate. If learners struggle to make meaning in a 

foreign language and on top of that do not have basic resources such as dictionaries to guide 

them with difficult words, it could be that they have low morale and hold back on participation. 

Their fear of making mistakes and risking being the laughing stock in the class as mentioned in 

Chapter Four by LG11 could also be one of the contributing factors why.  

 Learners also had the opportunity to voice their challenges and pointed out their challenges as 

followed: 

Group 1: Die woordeskat. (The vocabulary). 

Group 2: As ons mondeling doen, gebruik ons nie vlot Afrikaans nie (When 

do oral, we don’t speak Afrikaans fluently). Onderwysers praat vinig 

(Teachers speak fast). 

Group 3: Die nuwe woorde was swaar, die gehoor en kon nie lekker die 

woorde verstaan nie. (The new words were difficult; the audience and I 

could not understand the words). 

Group 4: We have challenges in understanding Afrikaans words and we need 

a dictionary for more understanding. Afraid to ask questions because of 

teachers’ negative responses especially when the lesson is the last period of 

the day. It is a problem because you can’t ask the teacher anything because 

the teacher was frustrated. 

Group 5: Woordeskat. (Vocabulary). We cannot always use technology due 

to not having a phone or laptop or even data. Especially difficult when doing 

tasks. Teachers don’t want us to speak in the Xhosa language because it is an 

Afrikaans school. They say we must go to Nomzamo. 

Learners highlighted amongst others that teachers’ pace was very fast and they could not speak 

in languages such as Xhosa because they were reminded that it is an Afrikaans school and 

advised that they should go to a neighbouring school. The exclusive practices echo the 

inferiority complex instilled by teachers that learners are not welcome. The learners being 
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excluded in a new South Africa post 1994 despite the values of the Constitution reminds them 

about the apartheid era where black people were marginalized for years because of their skin 

colour. Though the expansion of personal sense can be a painful process that requires material 

(tools in this case psychological tools such as language), cognitive (mind shift in terms of 

actions) and individual collective support (reconceptualization within and between 

participants), it is necessary.  This process of mediation on an interpersonal level is important 

because Leont’ev (1978) is of views contact between the internal and the external world as a 

mediated process through interpersonal communication. 

Furthermore, there is a secondary contradiction between the community and the rules that do 

not allow learners to use isiXhosa, which outlines the multi-layered contradiction, which goes 

against the object and outcome of the activity, which is the meaning making of drama literature 

in Afrikaans Home Language classes. The response of Group 2 in the CLW shows that learners 

are frustrated that the teacher considers using ‘Kaaps’ Afrikaans as an alternative and 

they(learners) do not necessarily understand ‘Kaaps’ Afrikaans. They are frustrated because 

they are already struggling to cope with the standardised version of Afrikaans. 

Group 5 described evidence of resistance to isiXhosa as a language resource in their classrooms. 

This confirms the absence of a shared teaching object amongst subjects in the school. This is 

also confirmed in sub-section 4.3.2 where teachers state that there are Xhosa schools that 

learners can go to. 

In response to Group 5:TF1 indicated that she is open to developing herself because according 

to her “being knowledgeable about learners’ culture, language and backgrounds could enhance 

meaning making”. In this instance, the concept of transformative agency applies to this study 

because it is a quality of expansive learning that requires ‘breaking away from the given frame 

of action and taking the initiative to transform it (Sannino, Engeström and Lemos, 2016, p.4). 

The teacher’s willingness to develop herself highlights that transformation is emerging.  

TF2 further highlighted new possibilities by stating she “feel you need to empower yourself in 

becoming fluent in a different language, not fluent but you know to learn some aspects of”. 

In the discussion that followed after the above extract, it emerged that the other teacher avoided 

using isiXhosa in the classroom because they were not competent and proficient. They either 

resorted to English or ‘Kaaps’, which is a different variety of Afrikaans. 



 

150 

 

TF2 on the other hand responded that she is a bit sceptical and would think twice to allow other 

practices such as the use of isiXhosa. She pointed the following out: 

… Ek dink twee keer want soms (lag) as ek iets gese dit dan sal daar gepraat 

word in isiXhosa dan vra ek oh wat se hulle nou so ek hou nie regtig daarvan 

dat hulle met mekaar moet praat in isiXhosa nie want ek verstaan nie. Som 

woorde gaan opvallend wees dan weet ek waarvan hulle praat maar as hulle 

my wel se juffrou ek het die werk verduidelik dan sal ek dit toelaat maar weet 

ek regtig hulle het van die werk gepraat of ek weet dan nie so ek is bietjie 

daar twee sin ek weet nie. … I think twice because sometimes if I say 

something then they would speak in Xhosa then I would ask what they 

say but I don’t really like it when they speak Xhosa because I don’t 

understand. Some of the words I might understand and if they would ask 

me if they can speak in Xhosa, I would allow it but I don’t know if they 

really spoke about the work that is why I am not sure if I would let them, 

I don’t know. 

TF2 is grounded in the concrete life of her class and the language they speak. The teacher 

expressed her dislike of the use of other languages in her class but shows the willingness to 

allow the learners to speak in different languages on the condition that they ask her permission. 

The focus on the object itself has the power to stimulate agency and future-orientated actions 

that leads to actual change in classroom practices.  Intervening in the teacher’s attitudes toward 

the object could thereby be crucial for identifying critical conflicts that may prevent the teachers 

from engaging in creative design that leads to transformation in their classroom activities. 

Furthermore, the attitude portrayed by TF2 on the one hand can be a hindrance to creating a 

space for multilingual learners to develop meaning making. On the other hand, the teacher’s 

willingness to allow learners to use isiXhosa is evidence of springboards that could initiate 

change. In addition, the teacher’s mixed reaction towards the use of isiXhosa based on her 

experience of the learners that might not talk about the work and her lack of understanding 

isiXhosa that would cause her not to verify whether learners discussed the work indeed, 

highlights the primary contradiction with the teacher. It can be challenging to seek alternative 

strategies but there is hope if there is the slightest possibility that teachers could change their 

mindsets to transform the situation. 
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There is another contradiction between the subject’s teaching speed, the communities’ pace due 

to the language barrier and lack of waiting period, the rules in the assessment as learners are 

given a specific timeframe to complete the assessment and the object to show attainment and 

progress to the next grade. The teaching pace of the teacher contradicts the object (to complete 

tasks) and community (learners writing in a language other than their mother tongue). 

In response to Groups 1 and 3, TF 2 responded as followed: 

TF2: Voel ek moes meer aandag geskenk aan die woordeskat. (I must pay 

more attention to vocabulary). Ons moet saam gaan kyk in die woordeboek 

en vir hulle ‘n prent skep wat die woord beteken in plaas daarvan om net te 

se op eie slaan na want soos ek se ek ken nie almal se omstandighede nie ek 

weet nie of hulle dit wel gedoen het nie so ek voel dis waar ek gelack het so 

in die gevolg dan sal ek staan met die woordeboek dan soek ons saam dai 

word op en ons gee mekaar die antwoorde saam so ja. (We must consult the 

dictionary together and I must sketch a picture of what the word means 

instead of me telling them to look the words up at home because I don’t 

know everyone’s circumstances and I don’t know if they did look the 

words up. So, I feel that is where I lacked. In future will I go through the 

words with them and search for answers together). 

There is a primary contradiction within the teacher in terms of her attitude and this spreads into 

the classroom. The learner’s fear of asking could be of unsaid rules or rules that were 

communicated before the time as to what is allowed and what is not allowed. It is also evident 

in the comment of the TF2 that she mixes her language using (Afrikaans and English) words in 

one sentence…ek voel dis waar ek gelack het… (…I feel it is challenging where I lacked…). 

However, in her comment, she acknowledges that she lacked guiding the learners on how to 

use a dictionary and assisting them with difficult words. She further says she doesn’t know 

everyone’s circumstances “ek ken nie almal se omstandighede nie ek weet nie of hulle dit wel 

gedoen het nie. (I don’t know everyone’s circumstances and I don’t know if they looked the 

words up)”. The actions of the teacher show that she is considering other factors such as the 

influence of the learners’ circumstances outside of the school that could possibly add to their 

lack of meaning making. What stood out for me about this teacher, was that she previously 

(when responding to Q3) said she was sceptical to engage in other practices. However, as the 



 

152 

 

CLW unfolds and discussions are deepened through identifying those invisible causes, it is 

evident that the teacher is showing agency to transform the situation. 

5.3.4 Question 4: What factors hinder the meaning making of drama literature during 

the lesson and performance in activities or tasks? 

This question was asked so that participants could look at the invisible things that happened in 

the past and to try and understand why they happened the way they did. Teachers pointed out 

several factors that hinders the meaning making of drama literature during a lesson as well as 

when the activity needs to be completed.  

TF1- Leerder het nie die nodige bronne om die werk te doen nie en woorde 

na te slaan nie. (The learner lacks the resources to do the tasks and to do 

the necessary word search). 

TF2- Daar is isiXhosa kinders wat in Afrikaans huistaal klas is en hulle 

verstaan nie al dag nie, hulle verstaan nie hoë woorde nie. (There are 

isiXhosa learners enrolled in Afrikaans classes and they don’t 

understand anything, they don’t understand the difficult words). 

I asked if there are any other factors they want to add and they pointed out the following:  

TF1: The system of the school, almost like the hidden curriculum at a 

particular school where say your department does not allow you to go into 

avenues where that is not assessment based so you don’t go there. 

TF1: What can hinder you is maybe policies of the school and policies of the 

department it is prescribed for you like these are the assessment and you must 

focus on that. They don’t allow (the department or the school policies) don’t 

allow you to be adventurous about your teaching. En tyd om saam leerders 

die werk deur te gaan (time to go through work with learners). 

TF2: Tyd om woorde na te slaan in woordeboek is te min. (Time required 

to look up words in a dictionary is too short). 

TF2: I am afraid I don’t understand isiXhosa, and also, I fear that Xhosa will 

become a dominant language and take over in the classroom. 
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Teachers 1 and 2, reiterated the factor of time constraints and the lack of resources that they 

feel limits the learners’ opportunities as well as themselves to sufficiently assist the learners.  

This confirms what the literature states that factors such as time constraints and lack of 

resources could hamper learners’ ability to achieve the functionings demanded by the school 

system (Munje and Maarman,2018, p.112). Further TF1 pointed out the issue of the hidden 

curriculum, which speaks to those unsaid rules that teachers prescribed. This often impacts 

teachers’ way of doing things because they believed they are forced to adhere to the prescribed 

curriculum and not explore other avenues to assist learners, especially in terms of assessment 

as Teacher 1 pointed out when it is not assessment based you don’t go there. There is a 

contradiction between the subject's hopes of trying out new things and the rules of the 

curriculum that prescribes the order of the day and division of labour that is the learners 

expected abilities envisaged by the curriculum. 

What is more, TF1 also highlighted that school and departmental policies may also hinder 

teachers because they tell you what to focus on and it doesn’t allow them to be adventurous 

about their teaching. There is a contradiction between the subject's hope to be adventurous in 

the classroom and the rules stipulated by policies. The statement by TF 1 highlights Sen’s 

(1992) view that it is a capability limitation imposed by policymakers. The view of the teachers 

shows that teachers are sceptical to allow isiXhosa in class because it’s not allowed by 

policymakers. Teachers’ responses echo the views of Guzula et al. (2016); García and Wei 

(2014) and Probyn (2015) who postulates that using multilingualism in many SA classrooms 

or globally is seen as prohibited because the home language is being sneaked in and illegal.  

The current system is therefore crippling the learners in SA schools because they are forced to 

study and are assessed in a language foreign to them. It is thus clear that there is a need to 

redesign policies that are context-specific and friendly to eradicate inequalities in the schooling 

system (Fiske and Ladd, 2006). 

Furthermore, TF2 mentioned that isiXhosa learners enrolled in Afrikaans classes are an issue 

because they did not understand anything. There is a primary contradiction among the teachers 

because she preferred not wanting isiXhosa learners to attend Afrikaans schools. The comment 

of the teachers confirms findings in Chapter Four where teachers stated there are schools to 

accommodate isiXhosa learners. The teachers ‘attitude contradicts the vision of the Constitution 

of SA1996 that advocates social inclusion for all. This statement highlights teachers’ 

frustrations because they have to find ways of enabling the learners because they struggle with 



 

154 

 

difficult words and make meaning of the words. Given that teachers already feel pressured by 

the prescribed curriculum and did not feel they have the freedom to try out new avenues to 

assist those learners. It is for this reason that teachers are sceptical to try an alternative due to 

their perceptions. In addition, it also confirms Guzula, et al. (2016, p.211) reasoning that 

officially prescribed language teaching and learning approaches, curricula, policies and 

materials still dominate in South African education. 

Teacher 2 also referred to her fears of not understanding isiXhosa and also fearing that isiXhosa 

would become dominant in her class. The teacher seemed to be unwilling and resistant to new 

designs and approaches because of her familiar teaching practice and it is a comfortable space 

they find themselves in. In addition, Fullan (2001) elucidates that change usually triggers 

emotions of fear, anxiety, and hostility, and results in resistance. Waters (2005, p.220) states 

that these reactions are provoked by the “conservative impulse,”, which automatically kicks in 

to keep the stability of our “schemata”. Taking the responses of the teachers into account is it 

debatable that the gaps in policy and practice in the current education system impose 

unfreedoms on multilingual learners because it doesn’t prepare teachers or learners for the 

unpredictable realities of the classroom context. It is paramount that context-specific challenges 

need to be considered because it influences everyday experiences, including education. 

In response to the same question, what factors may hinder the meaning making of drama 

literature during the lesson and performance in activities or tasks learners responded as 

followed: 

Group 1: Woordeboeke. (Dictionaries). Swaar en hoë woorde. 

(Complicated and difficult words). 

Group 2: As die juffrou ons afdruk. (If the teachers belittle us). Die juffrou 

wil nie oor verduidelik nie. (The teacher doesn’t want to explain again). 

Group 3: Die onderwyser wat nie rerag verduidelik nie. (The teacher that 

don’t really explain). Die nodigheid om Woordeboeke te gebruik maar daar 

is nie. (The need to use dictionaries but there are none). 

Group 4: Die onderwyser verduidelik te vining. (The teacher explains too 

fast). Teachers’ negative attitudes towards Xhosa learners. The fellow 

learners in class are always telling us it’s not a Xhosa school. 



 

155 

 

Group 5: Vestaan nie die woorde nie. (Don’t understand the words). 

What is alarming, is that learners feel that teachers have negative attitudes towards isiXhosa 

learners and they are constantly being belittled by the teachers and their peers as they are always 

reminded that they are not at an isiXhosa school. This could mean that learners and teachers are 

not receptive and open to accepting diversity. The experience of the learners illustrates the 

social injustices by their peers and teachers wanting to exclude learners purposefully from the 

school. The responses of Groups 2, 3 and 4, raised the eyebrows of the teachers. It appeared 

that teachers did not know the impact of their behaviour on the learners. The response of Group 

4 specifically opened the floor for discussion regarding the issue of negative attitudes displayed 

by teachers and learners towards Xhosa learners. The actions portrayed by teachers and learners 

in a post-apartheid era of more than 20 years are tear-jerking. Treating multilingual learners as 

an outcast is against the Constitution of 1996, which values all people of the country. However, 

the CLW allowed the multi-voicedness and created a space where teachers could reflect on their 

practices and seek solutions to transform the situation.  

After a moment of silence, I asked if the teachers wanted to respond to the learners’ utterances. 

Very awkwardly the silence was broken.  

TF1 responded first: 

TF1: Can I answer this in English? 

Researcher: Yes, it should not be a challenge, we can translate if we have to. 

With regards to explaining the work too quickly or not explaining the work, 

we are driven by the curriculum, and we have expected dates that we have to 

complete the work. The department doesn't understand if we say learners 

struggle with language. They punish educators as if we are writing the exams, 

yet they don’t come out to see what we deal with every day. It is not fair that 

we have to give answers because learners perform poorly.  I know it’s 

difficult for you as the learners but we as teachers are also in the middle of 

this. 
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TF2 pointed out: 

Ek dink ek het vroeër gesê, ek weet kinders makeer individual attention, maar 

tyd is ‘n groot probleem want ons het so baie om te doen in so min tyd. (I 

think I said earlier that I know learners need individual attention, but 

time is a big problem because we have so much to do in very little time). 

As I facilitated the process, I asked the teachers if they want to add or comment on the responses 

of the learners. 

TF2 responded first this time: 

I am sorry if I offended anyone in my class. I can’t remember me belittling 

anyone in my class, I love my children. If that is the case, I am sorry. In terms 

of how I treat isiXhosa learners, it is not negative. I have my reasons why I 

don’t allow learners to speak in Xhosa in my class because they don’t stop. 

They laugh and I don’t know why. I feel that learners use their language to 

be disrespectful. 

I asked again if anyone wanted to add something. 

TF1 responded yes! 

 I agree. We as teachers don’t want to make our learners feel bad. A lot of 

things happen at school and sometimes it is tough.  

The responses of the teachers were triggered by their personal sense towards the other. Teachers 

seem to dissociate themselves from reproducing apartheid because they did not realise how 

their doings were interpreted by the learners. The learner’s behaviour seems to be negatively 

interpreted by the teacher but essentially it is only an act of resistance and a cry out for change. 

Though resistance is usually associated with negative connotations (Sannino, 2010) is it viewed 

by Litowitz (1997) as a process that motivates the internalization of knowledge and can be an 

early manifestation of agency. The resistance can lead to cooperation in the smooth functioning 

of the process. 

Through conversations in the CL, teachers were made conscious of their behaviour and attitudes 

and created a space where they could reflect and view things differently. The responses of the 
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teachers voice their agency and show consideration for the feelings of their students. The 

apologetic and sincere attitude of the teachers showed their willingness to change their 

behaviour and the learning circumstances of the learners they teach. These discussions allowed 

teachers to reflect on their actions and at the same time voice their reasons behind their actions. 

The ongoing conversations between the participants resulted in teachers going back to the 

drawing board to better the classroom and learning environment of multilingual learners. The 

conversations in the CLW sensitized teachers to re-think their current practices in the 

classroom. 

Furthermore, the response of Group 4 about the teacher’s pace of explaining the work is too 

fast. There is a secondary contradiction that occurred between the rules (that is the teachers’ 

tight control of pacing) and the division of labour. This means the learners experience a double 

blow for the learners because they grapple with language on the one hand and they on the other 

hand the pace of the teachers is of such a nature that the teacher has no waiting period where 

learners are allowed to let the information sink in before the teacher move to the next segment 

of the lesson. 

Moreover, these actions are hampering learners’ ability to understand because the teacher is 

refusing to assist learners. This is an unfreedom because learners’ rights to be educated are 

compromised as this might have a direct impact on learners’ output of their work. The teacher 

uses her freedom of authority to decide what she can and will do even if it constrains the 

learners’ meaning making process. As such, Munje and Maarman (2018) concur that 

infrequently acknowledging existing freedoms, unfreedoms and the capabilities possessed by 

those (in this case teachers) championing the processes of converting school resources into 

learner outcomes is derailing the goals to ensure quality and equal education for all. 

As mentioned in Chapter Four, most of the learners indicated that their parents enrolled them 

in the Afrikaans because the parents intend to give their children better opportunities. However, 

there seems to be a contradiction in the activity system as the school of opportunity lives in the 

minds of the parents but their children’s reality at the real school is frustrating because they are 

not enjoying school. Learners find themselves in a moment of despair as their experience is 

similar if not worse than what their parents/grandparents experienced during the apartheid 

years. This raises the question of to what extent if any are the current school system 

democratized as the above-mentioned actions directly speak to the marginalization of culturally 
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diverse groups. It appears that learners were experiencing a struggle against racial domination 

that has characterized South Africa for many centuries (Mbelani, 2018). 

As mentioned earlier the rationale for the CLW was to get insights from participants as to how 

the surfacing contradictions and unfreedoms could be transformed to enhance the meaning 

making of isiXhosa learners in Afrikaans classes. CLW interventions aim to support expansive 

learning and the conflict of motives is triggered and revealed by the presentation of evidence to 

participants. It also highlights examples of recurring problems and disturbances in their activity 

as first stimuli, which is often such as in the case of this study videotaped to showcase critical 

situations and encounters (Sannino, et al. 2016, p.5). The second stimulus is offered by the 

interventionist researcher to the participants using the familiar triangular model of an activity 

system (in the case of this study, the third-generation model) as presented by Engeström (2011) 

but is often only used as “a transitory analytical device” because it is often replaced by 

mediating tools constructed by participants for themselves (Sannino et al., 2016, p.5).  

5.4 Configuration of the New Multilingualism Model 

As mentioned earlier this was the third session of the CLW, which was aimed at modelling and 

designing the new intervention model. Participant involvement in the process of design and 

implementation of innovations while reflecting on their own practice is greatly dependent on 

the way teachers experience the conversations during the intervention session (Sanninio, 2008). 

Questions that guided the discussion amongst participants included, what can be done 

differently to improve meaning making during lessons and activities. What solutions are there 

to be explored? 

In this session, the teachers and learners met to discuss and present their ideas about the 

solutions for classroom teaching, learning and assessment. The CLW opened a space for 

participants to expand their understanding of some problems associated with multilingual 

learners’ meaning making in Afrikaans Grade 10 classes. The prior discussions and the 

questions indicated that participants wanted to progress from where they were to the future 

intended activity. Such as in the other sessions, I guided this session as well. I projected the 

contradictions highlighted in sessions 1 and 2 to guide participants’ specific reflections and to 

avoid them generalizing. The PowerPoint presentation in Figure 5.3 was used to guide and 

refocus participants’ attention on the presentation. 
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Figure 5.5: Refocusing reflections 

 

Again, I used artefacts to explain to the participants the focus of the session and read through 

the PowerPoint presentation with them. I then displayed the questions that guided the session 

for participants to see. 
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Figure 5.6: Question 5: Modelling the solution 

Participants were given time to think and reflect on what was said earlier in the sessions and 

what was displayed on the screen. They wrote their answers on an A3 page and presented them 

as such. The A3 pages were used for analysis after the CLW to ascertain if there was 

information that was not communicated in the given space. The teachers worked together, and 

learners worked together in their groups. Since I was the timekeeper, I could alert participants 

when the time was ready for them to present their answers. I asked what groups would start first 

and as always teachers were at the forefront. 

Teachers suggested the following: 

T1: Use alternative linguistic resources. It would be if I could have headings 

or instructions in their language. I feel if you want to encourage learners and 

if you want to be an expert and if you want to exercise expert practice of 

translanguaging, you need to empower yourself in becoming fluent in a 

different language, not fluent but you know to learn some aspects of teacher’s 

general knowledge I would say and the way the teacher interacts with 

colleagues from other departments in order to better that person practices you 

see what is a person doing in this department, okay maybe I can do something 

like that in my department also because I see they understand it better so, so 

the colleagues you interact with, learn from and share with I feel that can 

promote. 
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TF2: Hulle moet die Afrikaanse vraag en die engelse vraag langs hom skryf 

so ek het dit baie keer gesien as ek nie iets verstaan in Afrikaans nie dan 

verstaan ek hom dalk beter in engels maar ek is huistaal Afrikaans so ek dink 

dai kan gedoen word net dai om kinders te help verstaan want hulle het dalk 

nie die woord gehoor in Afrikaans nie maar in engels ja so as hulle dai een 

woordjie sien dit maak n groot verskil in hoe hulle dinge sien en verstaan so 

ek dink da ikan bietjie adjust word maar die anders ek wietie (lag). They 

must write the Afrikaans and English questions next to each other 

because many times when I did not understand the question in Afrikaans 

then I understood it better in English. Afrikaans is my home language so 

I think that can be done just to assist those children to understand 

because they might have not had heard the word in Afrikaans but in 

English. 

I asked if they wanted to add more information and TF1 added: 

TF1: Make dictionaries available Free Wi-Fi. 

TF2 automatically responded after TF 1 and added: 

TF2: Leerders het hulle eie kennis en ek dink dit is ‘n goeie idee om jou les 

the begin met dit wat hulle weet en dan die nuwe goed by te voeg. (Learners 

come to class with prior knowledge and I think it is a good idea to start 

your lesson with what they know and then add new things). 

The commitments of both TF1 and TF2 appear to be intertwined in a collective texture of joint 

support. This collective dimension transpires also if we distinguish between TF 1 and TF2’s 

commitment in their collaborative teaching methods and their professional development. 

I asked if teachers wanted to add more information and TF1 said she will just read from the 

page what they worked on as a group. 

Teachers’ and learners’ active use of dictionaries were teachers actively guide 

the process.  
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Use of isiXhosa in headings and instructions allows learners to communicate 

and interpret in isiXhosa during activities and share their interpretations in 

Afrikaans after activity.  

Use collaborative teaching methods.  

Teachers to familiarize themselves with learners’ language.  

Teachers empower themselves so that they can encourage learners. 

TF 1 commits to incorporating multilingual languages in her teaching and learning allowing 

learners to communicate and interpret in a language other than the LoLT. TF 1 also commit to 

actively guiding the learning process, especially in terms of the use of dictionaries and 

vocabulary words. Through talk action, teachers were embodying personal sense in the object 

of the activity (Sannino, 2008). 

On the hand, learners suggested the following: 

Group 1: Daar moet translasie by elke vraag gegee word wanneer hoë woorde 

gebruik word. (Translations must be used with each question when 

difficult/complicated words are used). Woordeboeke moet beskibaar wees. 

(Dictionaries must be available). 

Group 2: Die onderwysers moet die werk verduidelik. (Teachers must 

explain the work) of kry ‘n onderwyser wat die werk meer kan verduidelik 

(Or get another teacher (Xhosa) that can explain the work better). Ons 

sal meer lesse moet kry. (We must get more classes). 

Group 3: Ons meestal ‘n woordeboek gebruik tydens die les. (We must 

constantly use a dictionary during the lesson). In die eksamen, kan hulle 

die vraagies in Xhosa skryf. (During exam can they write the questions in 

Xhosa). 

Group 4: Die onderwyser moet dit gemakilik maak vir ons en nie vining 

verduidelik nie. (The teachers must make it easy for us and should not be 

hasty when they explain). 
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Group 5: We suggest having Xhosa teachers during class to translate the work 

if we don’t understand to help us make meaning. 

The excerpts are taken from the third session of the first cycle of the CL where teachers and 

learners finalized their ideas about the changes they wanted to test and implement in the 

classroom teaching and learning and assessment. The dialogues contained interesting debates 

about the inclusion of multilingualism in the implementation of classroom practice, including 

teaching, learning and assessment. Furthermore, the above responses seem to alert us that 

current practices paralyse the meaning making of isiXhosa learners in Afrikaans Home 

Language classes. As a result, new solutions were sought to change the current state of 

practices.  

It is evident in the responses of both teachers that intervention is needed to assist multilingual 

learners, specifically isiXhosa learners. What further emerged in the evidence is that Teacher 1 

and Teacher 2 show reflexivity in their responses above. Acknowledging the language gap 

between learners and their teaching practice, created a possibility for participants to engage in 

the CWL and to reflect by looking at themselves through the lens of other worlds to gain new 

knowledge about their own practices as well as others’ (Mbelani, 2018). While teachers display 

possible visions of change, Darling-Hammond and Bransford (2005, p.191) argue that a vision 

creates opportunities for “teachers to consider how they will support the social purposes of 

education to develop an equitable society in, which all citizens can develop their potential and 

make a contribution”. This view is strengthened by Teacher 1 as she echoes that self-

empowering on the part of teachers is important to effectively encourage learners. 

Deep reflexivity enabled participants (teachers in this case) to re-configure the multi-layered 

challenges of meaning making in Afrikaans Home Language classes and also brought teachers 

to the realization that it is important to explore all avenues of meaning making in drama text. 

What is more, that collaboration with colleagues to share best practices is also on the cards to 

strengthen agency within the teacher. Collaborative engagement is viewed by Sen (1992) as 

participatory capabilities. Participatory capabilities refer to shared activities through 

collaborative engagement and are an inclusive approach.  In addition, Munje and Maarman 

(2018) believe engaging in collaborative practices could “boost the journey to dealing with the 

challenges” and paves the way for quality education because “lines of communication would 
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be opened to make it easier to identify, understand, access and deal holistically with the needs 

and challenges of individual schools” (p. 121). 

Furthermore, Teacher 1 highlighted the incorporation of alternative linguistic resources such as 

adding the learners’ home language (in this case isiXhosa) to the headings or instruction would 

be a starting point. However, the issue of learners’ interpretations using their home language 

and explaining it in Afrikaans would be a good starting point. Sannino (2020) elucidates that 

repeated implementation of the second stimulus (in this case the use of isiXhosa as a resource) 

could strengthen the teachers' understanding of the problem. 

Teachers’ attitudes and personal senses (beliefs, interests and desires) are often in the way of 

creating a safe environment for learners to learn irrespective of their language, race or culture. 

However, a shift between intrapersonal and interpersonal through ongoing conversations 

strengthens future-orientated actions that ultimately lead to transforming the situation through 

agency. Teacher 1 acknowledged her role in assisting learning and what she can do from a 

personal point to empower herself, but Teacher 2 excluded her role as to how she treats the 

learners due to enrolment at an Afrikaans school and not being able to understand or the fact 

that she rather prefers her own language rather than to be open-minded and embrace diversity 

through alternative methods. Though teachers reflected on personal and professional 

development in class to support learners, the issue of internal behaviour and change was not 

addressed. 

Thus, reflexivity on the teacher’s attributes is much needed because this could ultimately hinder 

the possibility of her executing teaching strategies that are beneficial for the growth and 

development of the learner, enhance their meaning and ultimately create a safe and stress-free 

learning space. As a Capability set, Personal diversity acknowledges that teachers and learners 

differ in terms of beliefs, cultures and language abilities. This means there is a need to use 

different linguistic resources to enhance meaning making and achievement of linguistically 

diverse learners whose home language is different from the LoLT. The issue of self-reflecting 

on teachers’ attitudes needs to be addressed because this is one of the common factors and 

challenges identified by learners. This was a silent factor in the modelling of the solution stage. 

The workshop failed to create conscious awareness amongst participants of how their 

unguarded ideologies could reproduce apartheid stereotypes, which CAPS aims to redress. The 
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issue of “Ubuntu” should have been explicitly dealt with in the CLW as the humane part of 

teachers was aggressively addressed. 

In addition, the issue of resources, the availability and lack thereof is contentious as it is one of 

the core assets that enhance the capabilities of individuals and institutions. Consequently, Sen 

(1985) claims that while the accumulation of resources is fundamental in the role of human 

existence and growth, the successful application of the available resources should be of utmost 

importance (Sen, 1985). Thus, the use of dictionaries as pointed out by both teachers and 

learners might be important so that learners can understand difficult words and get deeper into 

the meaning of the words but how learners and teachers apply the words in relation to 

understanding and making meaning of the content will be important.  

What emerged from the responses of the learners, is that there is a cry out for the need to use 

dictionaries. This shows that learners struggle with Afrikaans words and view them as a threat 

that could hinder meaning making and ultimately compromise their academic achievement. 

Further learners also raise the issue of the need to get extra lessons. This also highlights that 

learners acknowledge the gap and backlog in the Afrikaans class created by the language barrier 

experienced by the learners. Furthermore, the issue of teachers not explaining the work and also 

the speed of teaching the content was also highlighted as a challenge that needs attention. The 

fundamental role of teaching and how it is done was brought under the magnifying glass with 

the hope that teachers do introspection on their current practice that has a big impact on learner 

performance. Another call by learners was that teachers must create a comfortable space for 

them. This issue again speaks to classroom teaching and learning practices that pose 

unfreedoms on the learners because they do not feel free in class to participate. They are 

uncomfortable since they are often treated as an outcast in the classroom because they are 

different in terms of their language. 

While Engeström (2001) is of the opinion that there are no competent teachers, teachers should 

take on the role of being the agents of change as the learners are dependent on their knowledge 

and how they bring the knowledge across to learners will determine learners’ output. He 

suggests that it is important to note that “in transformations of our personal lives and 

organizational practices, we must learn new forms of activity, which are not yet there” because 

these activities are learned as they are being created (Engeström, 2001, p.138). Therefore, it is 

important that teachers acknowledge their role and should view themselves as capable and part 
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of the solution. Further teachers must be the beacon of hope to learners so that they could 

increase their academic achievement. Thus, the freedom to achieve on the side of the learners 

should be prioritized by all stakeholders in the education sector. 

As explained, this study uses the third generation of activity theory because it highlights “the 

need to develop conceptual tools to understand dialogue, multiple perspectives, and networks 

of interacting activity systems” (Engeström, 2001, p.135). The CLW through the principle of 

multivoicedness allowed for participants to open dialogue to criticize the current practices in 

teaching, learning and assessment and this gave rise to a new design developed by the 

participants involved. In addition, the CLW created a space for open dialogues where 

participants could reflect on and learn from practice through experiencing: 

… A process through, which an individual, supported by others, is engaged 

in a quest to overcome critical situations…the connecting factor between 

ongoing conversations and future actions…a process through, which an 

individual’s disposition to act is prepared (Sannino, 2008, p.240 - 1). 

Given the reflexivity element that surfaced in the CWL, it can be concluded that transformative 

agency occurred because through dialogues teachers came to the conclusion that they: 

• Will spend more time with vocabulary and actively use dictionaries; 

• Will become more fluent in other languages and empower themselves; and 

• Acknowledge learners’ prior knowledge to increase meaning making in multilingual 

learners consider the employment of an isiXhosa teacher. 

The multivoicedness in the CLW allowed teachers and learners to reflect on their practices and 

strive for collective reconceptualization.  

The Change Laboratory is that the conversations lead to engagement between teachers and 

learners. They envisioned and engaged in implementing change in the classroom practice of 

teaching, learning and assessment. The reconceptualization of the object was the action of the 

CLW.  Leont’ev (1978) argues that the object of activity is reconceptualised by an individual 

as they gradually develop their sense of it because of conversations with others.  

However, the limitation of the CLW is that it did not go beyond stimulating transformative 

agency in the induvial teachers and learners. Teacher 2 seems to still pick from apartheid boxes 
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and continuing apartheid ideologies in schools beyond the demise of apartheid because she did 

not change her mindset regarding Xhosa learners and Afrikaans schools. The interventionist 

researcher also missed the opportunity to stimulate learners to express how they could change 

their own actions (for example regarding disregarding teacher instructions).  

It also did not stimulate transformative agency in the school governing body and management 

because they were not present in the CLW. There were missed opportunities in the CL, 

especially regarding: 

• The SGB and their lack of knowledge about multilingual strategies in schools. 

• countering teachers’ misunderstanding and lack of knowledge of the current language 

in education policy which could make them more empathetic to their learners. 

Though these missed opportunities occurred, the CLW did an important thing to mirror 

teachers’ actions because they were able to verbalise manifestations of early agency. The study 

also acknowledges there is a need to include the school governing body and management. There 

is a need to take this action further so change can be affected for implementation in all 

classrooms. 

My analysis shows that the transformative power of conversation does not lie in the voices 

within but in the way, voices were communicated, received and internalized through personal 

sense and experience. Teachers and learners were actively involved in the practical task of 

designing and implementing the reconceptualized object of activity.  It is worth noting that the 

CL appears to be a valuable opportunity to study the relationship between language (dialogue 

as a means of communication) and the activity. This encourages discussions and engagement 

for transformations of the participants’ practice.  

Moreover, what is evident from the research is that teachers are the main drivers to execute 

change and learners seem to over-rely on teachers for assistance. The concept of ZPD as 

explained in Chapter Two is important because the teacher needs to support the learner until 

he/she can do the expected task on their own. Learners will be at the receivers’ end because 

they are in need to make sense of the content through meaning making and show attainment 

through activities. Thus, evidence from analysis of data demonstrates that expansive learning 

processes using a change laboratory workshop methodology can potentially transform teachers’ 

teaching methods in Afrikaans Home Language classes to foster agency in learners through 
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enhancement of meaning making in drama literature and assessment tasks. In the view of 

Engeström (2001, p.137) one can confirm that “expansive transformation is accomplished when 

the object and motive of the activity are reconceptualized to embrace a radically wider horizon 

of possibilities than in the previous model of the activity”.  It is important to note that teachers 

should help learners understand and recognize what is demanded by them in school and what 

the powers may be. This highlights the contradictions in rules and the division of labour, which 

are elements of the third generation of CHAT. It is also important to acknowledge the crucial 

role that language instruments of assessments play to enable learners to succeed when 

completing the assessment tasks.  

5.5 Conclusion 

As mentioned earlier, the rationale for CLW was to raise consciousness amongst participants, 

which dialogues within Change Laboratory affect material actions in activities. I addressed the 

third research question by using Leont’ev’s (1978) concept of personal sense and further by 

means of the conceptual frameworks of the theory of experiencing. The concept of personal 

sense provided an analytical lens to understand how participants in CL came to see the object 

of their activity in a new light. The theory of experiencing enhanced the dialogical process to 

connect ongoing conversations and future-orientated activities (Sannino, 2008). 

Furthermore, the CLW created a space where participants could share their views and opinions 

and also learn about the possibility of ways to enhance meaning making in teaching and learning 

and assessment in the context of a community that included teachers and learners from different 

activity systems, including an interventionist researcher. Furthermore, the CLW expanded 

participants’ views to seek possible ways to enhance meaning making of isiXhosa learners. 

Envisioning these new ways as stated by Darling-Hammond and Bransford (2005, p.386) gives 

them “a sense of where they are going and how they are going to get their students there”. 

Essentially, the role of the teachers and the school as an institution is to empower learners to 

become productive citizens so they can experience economic and social freedoms, which will 

enable them to live the desired lives they envisioned for themselves. Although teachers and 

learners articulated and reconceptualized their object of activity in CL discussions, they 

conveyed their personal sense of the object. It can be concluded that personal sense played a 

pivotal role in enabling teachers and learners to engage in processes of transformation in 

classroom teaching, learning and assessment practice. Though there were missed opportunities 
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from the interventionist researcher to stimulate learners to speak about their actions, and 

teachers about their misconception of the LiEP as well as including the SGB to strengthen 

multilingual strategies in schools, mirroring data to teachers and articulating the actions that 

need to be done manifested into transformative agency. It is important to note that we look at 

whole transformations in South Africa’s discriminations that need to transfer so issues of 

equality and normal situations for all could happen. To avoid the recurrence of apartheid, people 

need to take responsibility for their actions. 

To add, teachers had the opportunity to reflect on their own practices through the eyes of the 

learners they teach. The analysis identified the individual’s conflicting motives transpiring from 

the conversation about the experiences of multilingual learners. While trying to overcome the 

limited representations of multilingual learners, the teachers were battling between wanting to 

accommodate multilingualism and multilingual strategies and fearing the lack of control in 

classroom engagement. The CLW thus allowed learners to alert the teachers about their ways 

in class, which opens up the conversation where teachers can go back and do introspections and 

at the same time transform their behaviour so that learners can have a different experience.  

Both teachers acknowledge and voiced their agency to transform the situation as can be seen in 

their comments above. It is evident that expansive learning manifested through the talk and 

action of the teachers who redefined their object (into multilingualism and multilingual 

strategies). The object of activity is initiated and grounded in the practical action and material 

artefacts of the tools used to stimulate the discussions amongst teachers and learners.  
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CHAPTER SIX 

PHASE 3 – IMPLEMENTATION OF NEW MODEL 

6.1 Introduction 

Chapter Six represents Step 5 of expansive learning. This phase discusses the analysis of the 

second set of two lessons that was conducted on 13 November 2020 and two Grade 10 classes 

were observed, videoed and transcribed. The lesson observations followed the first CLW, which 

alerted teachers of underlying issues that impact the meaning making of multilingual learners 

in Afrikaans Home Language classes. The activities initiated in this phase were thus aimed at 

responding to the third subsidiary question: What intervention could be designed to encourage 

multilingual strategies that could enable multilingual learners to make meaning during 

Afrikaans teaching, learning and assessment? The same two teachers, one novice teacher and 

one more experienced teacher observed. Teachers and learners participated again in individual 

and focus group interviews to triangulate data gathered through classroom observation. This 

chapter elaborates on the main elements of CHAT, which include objects, tools, division of 

labour, and rules. This is done in relation to theories and analysis of lesson observation in Phase 

3. The below illustrates the CHAT elements used in detail. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 6.1: CHAT Elements (Engeström, 2011) 
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6.2 Advance meaning making 

This study is grounded in the third- generation of CHAT due to its nature to understand 

dialogue, multiple perspectives and voices, and networks of interacting activity systems 

(Engeström, 1996). The two lessons were focused on creating a space where teachers developed 

strategies to incorporate learners’ home language during the lesson and activities. The actions 

and guidance of teachers using learners’ home language as a resource are thus pivotal in this 

study.  

Teacher 1 had 25 learners present. The lesson aimed to collectively read extracts from the story 

from the prescribed book and find out if the learners understood it by answering questions posed 

by the teacher. The actual teaching time in this lesson was less than 30 minutes as the teacher 

wanted to focus her attention on the activity.  

Teacher 2 had 22 learners present and the lesson lasted 45 minutes. Such as Teacher 1, the 

lesson aimed to collectively read extracts from the story and give an overview of the different 

characters from the prescribed book and find out if the learners understood it by answering 

questions posed by the teacher. As in the regular lesson, the content of the lesson was based on 

a drama literature text (Die Testament) in the learner book for Grade 10 Afrikaans Home 

Language.  

6.2.1 Second Lesson Observation 

Both teachers used the same classroom with the projector and lesson content (see Figure 6.2 

below). Based on a prior discussion between the two teachers they decided to teach the same 

lesson, using the same content in preparation for the exam. However, there was a vast difference 

in the execution of both lessons, and this can be attributed to either the teachers’ teaching 

methodology or the CLW, utilization of resources, teaching experience and need, interest and 

desire to complete the curriculum as articulated by Sen’s (1992) through the Capability sets. 

Munje and Maarman (2018) argue that one should recognise the importance of “how 

individuals and institutions make available resources useful to themselves” (p. 116) because it 

is often overlooked in education discourse where performances are analysed in educational 

spaces. Another reason for the change in the teachers’ behaviour, in this case, could be 

attributed to the CLW as explained in Chapter Five. The CLW allowed teachers and learners to 

reflect on the practices in the classroom about teaching, learning and assessment and negotiated 
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solutions (intervention strategies) to be implemented in the second lesson. The teachers’ change 

in behaviour was thus informed by the third step of the expansive learning cycle, which is 

modelling the solution (Engeström, 2011). 

 

 

 

 

 

 

 

 

 

 

 

 
Figure 6.2: Lesson projections 

 

 

6.2.1.1 Lesson Introduction 

Extract 6.1: T1- lesson introduction 

1. T1: Goeie more julle, vandag doen ons die radio drama, Die testament. (Good morning 

today we are doing the radio drama, Die Testament) 

2. Julle het dit al gelees. (You already read the story) 

3. So, die testament gaan mos oor oom Josef wat sy testament agter gelaat het en ons skets 

sommer gou ‘n opsomming waaroor die drama gaan. (So, the testament is about uncle 

Josef that left all his belongingsbehind to certain people. So, we can make a quick 

summary of the drama) 

4. Soos julle kan sien het oom Josef gesterf en sy besittings na gelaat en daar is seker mense 

wat gaan erf van hom (As you can see, uncle Josef died and some people will inherit 

his belongings) 

5. Learners are quiet. 

6. T1: Byvoorbeeld soos Herman wat sy familie lid is en sy vrou Kantinka en hulle dogter 

Zenobia, Reg! (For example, Herman, one of his relatives, his wife Katinka and their 

daughter Zenobia) 

7. Learners are quiet. 

As can be seen in the first utterance, the teacher started the lesson by greeting the learners and 

then referring back to the radio drama “Die Testament”. She then told the learners “Julle het 
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dit al gelees” (“You already read it”) (see utterance 2). Assuming the learners read the story, 

T1 just went on explaining the information projected on the whiteboard. 

As can be seen in extract 6.1 the teacher spoke the whole time without pausing or involving the 

learners. It is worth noting that the learners were very quiet.  The quietness could be of the 

unsaid rules that were communicated prior to the time that the first few minutes are important 

because the teachers usually give an overview of what learners can expect for the duration of 

the lesson. However, as can be seen from the extract, the teachers did not present clear outcomes 

of what is expected of the learners as well as the aim of the lesson. She rather started what was 

projected on the whiteboard.  The lesson started with a teacher-centred approach and this 

explains the quietness during the lesson as learners did not participate. There seems to be a 

primary contradiction within the subject (teacher). In contrast to T1, T2 right at the beginning 

of the lesson (in utterance 1) T1 told learners what they are going to do: Vandag gaan ons gaan 

kyk na vrae van Die Testament (Today we are going to look at questions about Die Testament). 

However, in both lessons, learners’ voices are considerably quiet.  

Extract 6.2: T2-Lesson Introduction 

1. T2: Goeiemore Graad 10, vandag gaan ons gaan kyk na vrae van Die Testamente. (Good 

morning Grade 10, today we will be focusing on questions relating Testaments) 

2. T2: Ons het mos die testament behandel, die inhoud in die vorige lesse. (We dealt with the 

testament and content from the previous lesson) 

3. T2: Ons het die testament gelees. (We read the testament) 

4. T2: Is ek reg? (Am I right?) 

5. Learners unanimously scream: Ja jaffrou! (Yes Miss). 

6. T2: Kom ons kyk gou wat gebeur in die testament. (Let’s quickly see what happens in the 

testament).   

7. T2: Ons som dit op. (Let’s summarise) 

8. T2: Ons weet dat wie het gesterf? (We know, who died?) 

9. T2: Ons weet dat oom Josef gesterf het. (We know that uncle Joseph died) 

10. T2: Reg! (Right!) 

11. T2: En hy het sy besittings aan wie gemaak? (And to whom did he leave his belongings?) 

12. T2: Zenobia, Kaninka en Herman 
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As the lesson progressed, she focused her lesson on strengthening the meaning making of 

learners as can be seen in Extract 6.2 in utterance 1: En ek stel belang hoe julle betekenis maak 

van die woorde (I would like to know how you make meaning of the words). She managed to 

foster classroom engagement to the maximum thus allowing all learners to participate. 

6.2.1.2 Establishing learners' meaning making abilities 

Extract 6.3: T1-Establishing leaners meaning making of words 

1. T1: Maar mense soos ons die drama lees, is daar woorde wat ons nie verstaan nie, Ja! En 

ekstel belang hoe julle betekenis maak van die woorde (As we read the drama, we find 

there are words that we don’t understand. Yes, and I would like to know how you 

make meaning of the words) 

2. Nou as julle kyk na die title, hoe het dit gekom dat julle die woord testament verstaan? (As 

you look at the title, how did you get to understand the word testament?) 

3. In my vorige les (teacher go get the book to show learners) het ons na die omslag gekyk en 

net om na die boekie se omslag te kyk kan jy jouself ‘n verstaning maak wooroor ek dink 

die boekie gaan, want daar is visuele element hierop wat vir ons leidrade gee, reg! (We 

looked at the cover of the book in my previous lesson and just looking at the cover you 

can understand what the book is about because there are visual elements that give us 

clues, right!) 

4. Maar ek stel belang hoe julle verstaning maak van die woorde want som van die woorde is 

groot mense! (But I am interested how to make meaning of the words because some of 

the words are big, people!) 

What can be noticed in Utterance 2, the teachers asked a question to establish how learners 

made meaning of the title: Nou as julle kyk na die title, hoe het dit gekom dat julle die woord 

testament verstaan? (As you look at the title, how did you get to understand the word 

testament?). However, immediately after the question, the teacher moved on by getting the 

book to show learners the book and referred to how she explained the cover of the book in the 

previous lesson. She went on and explained to the learners by looking at the cover, you can 

establish what the book is about through the visual element (see utterance 3). What was 

noticeable in extracts 6.1 and 6.2, the questions posed to the learners are superficial and do not 

stimulate learner engagement. The majority of the introduction appeared to be teacher centred. 

Both teachers appeared to have monologue engagements whereby they either answer the 

questions themselves that were meant to be answered by the learners or allowed one or two 
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responses from the class. This implies that the quality of the classroom engagement in these 

lessons was not on the level of Barrett’s Taxonomy (Song, Lee, Liew, Ho and Lin, 2022). 

Business students’ perspectives on case method coaching for problem-based learning: impacts 

on student engagement and learning performance in higher education.  

Moreover, since the T1 was focused on establishing how the learners made meaning of the title, 

is notable that though the title was displayed on the projector, the teacher did not once refer 

learners to the title that appeared in three of the official languages spoken (Testament, Will, 

(Umyolelo) by the people in Western Cape where the school is located (see Figure 6.2 above).  

Interestingly, in the regular lesson, the teacher expressed numerous times the importance of the 

title and the cover of the book, yet she lacks to reiterate it in the intervention lesson. The title 

presented in three languages showed the consideration for multilingual learners in the 

classroom. It is thus evident that there were traces of multilingual practices. Throughout the 

lesson, she did not come back to this title, even though she discussed the essence of a will 

(testament). There was tension between the description of a written concept and its application 

in a multilingual classroom context. This indicates a secondary contradiction between the tool 

and the subject, as shown by the teacher. 

It was also evident that learners did not ask or comment on the title when the teacher asked how 

they tried to make sense of the title as seen in utterance 2 in extract 6.2. The passiveness of 

learners could be because the teacher continued without pausing. In Chapter Five, T1 pointed 

to the absence of learners’ voices because the learners were holding back and highlighted that 

a space needs to be created where learners feel comfortable. In this instance, there appear to be 

multi-faceted secondary and tertiary contradictions in relation to T1. The cognitive and 

linguistic implication of this action is that the learners did not progressively engage in the lesson 

where they are challenged during teaching and learning activities. Through this, it seems very 

little to no conceptual or linguistic development occurred during the lesson cumulatively. 

Teacher 1 quickly moved to the activity, which seemed to be the focus of the lesson. There is a 

secondary contradiction between the subjects’ supported belief in opening space for learner 

engagement and the division of labour as shown by learners’ passivity. The tertiary 

contradiction occurs between the subject’s transmission of information and the active and 

critical learner envisaged in the curriculum. 
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As the lesson of T2 progressed TF used the content projected to guide the lesson. In contrast to 

T1, T2 used formative questioning to ascertain the level of learners’ content knowledge and to 

support the main activity clarified in Extract 6.2. Utterance 1, the lesson aimed to answer 

questions about the Testament and at the same encourage learner engagement. 

Extract 6.4: T2-Establishing learners’ meaning making of content 

1. T2: Ons weet dat sy testament was nie soos ‘n gewone testament nie. (We know that his Will was 

not like a normal testament) 

2. T2: Die testament het mos gekom met voorwaardes. (The Will actually came with conditions). 

3. T2: Hoeveel voorwaardes was daar? (How many conditions were there?) 

4. LG1: 9 voorwaardes. (9 Conditions) 

5. T2: Reg! (Right!) 

6. T2: Wat was die belangrikste voorwaarde? (What is the most important condition?) 

7. LB1: Eerlikheid. (Honesty) 

8. T2: Mooi P. (Great P) 

9. Dink jy die Rassows was eerlik? (Do you think the Rassows were honest?) 

10. Learners quiet 

11. Kom ons kyk gou terug. Was hulle eerlik met die geld wat hulle in die huis gekry het? (Let’s recap. 

Were they honest with the money they found in the house?) 

12. Learners: Very softly Nee (No) 

13. T2: Nee, en daai het amper gemaak dat hulle laat verloor? (No, and that made them nearly lose). 

14. Learner’s scream:  Hulle erfporsie verloor! (Lost their inheritance!) 

15. T2: Ja. As hulle nie die voorwaarders na kom nie sou hulle dit verloor. (Yes. If they did not meet 

the conditions, then they would’ve lost it) 

16. T2: Die ontvoering. Zenobia was op ‘n stadium ontvoer. Hoekom dink jy het die oom Josef dai plan 

in die testament gesit? (The kidnapping. Zenobia was kidnapped at some stage. Why do you 

think uncle Joseph include in the Will?) 

17. LB2: Om te kyk of hulle die geld gaan terug gee. (Toe see if they will return the money) 

18. T2: Ja om te kyk as hulle geldgierig of jaag hulle geld. (Toe see if they are greedy) 

19. Verstaan julle? (Do you understand?) 

20. Learners quiet 

21. T2: Reg! (Right!) 

22. Aan die einde van die dag het hulle tot nuwe insigte gekom en hulle het besef dat geld is nie alles 

nie maar wel familie. (At the end of the day they came to realise that money is not everything 

but that family is important) 
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23. T2: Nou ons weet wat gaan aan in die testament- Nou kyk ons na ‘n paar vrae. (Now we have an 

understanding of what’s happening in the testament – Now let’s look at a few questions) 

 

As can be seen in utterance 1, T2 assumed the learners were aware that Oom Josef’s will be 

different. She went on and spoke about the conditions. She then used back-and-forth 

questioning to encourage learner engagement (see utterances 3 to 9). The teacher also praised 

the learners’ contribution as can be seen in utterance 8. The behaviour of the teacher shows that 

transformation took place in terms of the negative attitudes that learners referred to in the first 

CLW. 

What is notable in utterances 9-14 when learners became passive learners the teacher 

immediately improvised guiding their thinking. This is evident in utterance 13: Nee, en daai 

het amper gemaak dat hulle wat verloor? (No, and that nearly made them lose what?). 

Immediately learners responded with excitement as can be seen in utterance 14. It is clear how 

the teacher engaged with learners changed the way learners responded. The teacher’s action 

thus extends Virkkunen’s (2006) view that transformative agency requires breaking away from 

a given frame and initiating transformation through action (Hopwood and Gottschalk, 2020). 

T1’s lesson duration was very short. She gave an overview of the lesson because of the 

assumption that learners knew the content as can be seen in utterance 7: Kyk julle is al bekend 

met die content. (See, you are familiar with the content). Shifting the bulk of teaching time to 

activities extends the view of Hoffman (2017) that teachers teach for assessment. 

Extract 6.5: T1-Explaining the way forward 

1. T1: Dan gaan ons vandag akitiwiteie doen, julle gaan in julle groep n vragie kry en dan. 

(Today we are going to do some activities. You are going to answer questions in 

groups) 

2. T1: ooh die Afrikaans. (Ooh the Afrikaans) (laughing) 

3. Learners laugh 

4. T1: Dan wil ek he julle moet (Then I want you to…) 

5. Learners laugh 

6. T1: Kyk ek praat so dat julle voel die taal is mooi, reg en ek voel ek wil nie he dit moet vir 

julle bang maak nie end at julle dit nie moet praat en so nie, verstaan. (Look, I speak like 
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this because I want you to feel the language is beautiful and you should not be afraid, 

you must speak and understand) 

7. Julle kan dit op julle eie manier doen. Ons gaan vir julle ‘n vraagie se dan wil ek he julle 

moet in julle groep bymekaar kom dan kan julle mekaar lekker help. (You can do it on 

your own way. We will give you a question in groups and the groups must come 

together and assist one another) 

8. Kyk julle is al bekend met die content. (See, you are familiar with the content) 

9. Learners laugh (teacher put on an act for them) 

10. T1: Het julle die drama klaar gelees? (Have you finished reading the drama?) 

11. Some Learners: (softly Nee (No) 

12. T1: Deel julle klaar in groepe van 4, ha 4. (Divide in groups of 4) 

13. T1: Haal julle boeke uit. (Take out your books) 

14. Learners take out their books 

 

In utterance 1 the teacher foregrounded the intended activity. She made a statement ooh die 

Afrikaans (see utterance 2) and laughed. Learners also laughed. She then explained to the 

learners that she wants them to see the beauty of the language and that they should not be afraid 

of the language (see utterance 6). In this instance, the teacher broke the silence of the learners 

with a laugh. It was obvious she was talking all the time and the learners were just passively 

listening.  

She further reiterated the activity and explained that learners will be able to work in a group, 

which will allow them to assist one another. The teacher behaved in a funny way and made 

learners laugh again as can be seen in utterance 9. This issue of assistance was highlighted by 

learners in the first CLW that they can’t ask anyone for assistance. The teacher, therefore, used 

a different approach. 

The teacher wanted to establish if the learners read the drama. It could be that the silence of the 

learners was starting to bother her since they had to do the activities. The quietness of the 

learners and some responding very softly to the question meant that learners did not know it 

was demanded of them to do self-reading. Since it is a drama, it would have been good to 

complete the book in class with the learners where learners take on the role of the various 

characters. However, with the COVID-19 pandemic the staggered approach applied by the 
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school (see Chapter Three). This was a concern since isiXhosa learners struggled with the 

meaning making of the content as established in the situational analysis. There seems to be a 

contradiction between the subject (teacher), tool (book), PowerPoint lesson and the 

community(learners). The assumption of the teacher that learners knew the content of the drama 

and that they read the book widened the gap between teacher and learner. Even though the 

teacher did not read the book to enhance meaning making and clarify difficult words in the 

book with the learners, expansive learning allows for continuous exploration of solutions to 

transform the situation (Sannino, 2011). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 6.2: Group Work 

 

Extract 6.6: T2-Explaining the way forward 

1. T2: Ons gaan nou kyk na die vrae. (Let’s look at the questions) 

2. T2: Op die bord sien julle die vrae. (You can see the questions on the board) 

3. T2: Kan almal sien? (Can everybody see?) 

4. Leerders: Ja juffrou! (Yes Miss) 

5. T2: Kom ons lees die vrae saam (Let’s read the questions) 

6. T2: Vraag 1…(Question 1) 

7. T2: Vraag 2…(Question 2) 

8. T2: Vraag 3…(Question 3) 
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9. T2: Vraag 4…(Question 4) 

10. T2: Vraag 5…(Question 5) 

11. T2: Julle gaan in groepe werk. (You are going to work in groups) 

12. T2: Groep1 doen vraag 1 en 2(Group 1 do question 1 and 2) 

13. T2: Groep 2 doen vraag 3 en 4(Group 2 do question 3 and 4) 

14. T2: Groep 3 doen vraag 5 en 1(Group 3 do question 5 and 1) 

15. T2: Groep 4 doen vraag 2 en 3(Group 4 do question 2 and 3) 

16. T2: Julle gaan die vrae verduidelik hoe julle dit verstaan en so antwoord. (You are going to 

explain how you understand the question and answer it in that way) 

17. T2: Haal uit julle boeke. (Take your books out) 

18. Of nee ek gaan vir julle blaaie gee. (Or no, I’m going to give you pages) 

19. So, onthou Groep 1 doen… (So, remember Group 1) 

As can be seen from utterances 1-19 the teacher guided the learners from the beginning of the 

activity until they had to complete the activity. She guided the groups as to what is expected of 

each group. This can be seen in utterances 11-15. The teacher explained what is expected of the 

learners when they completed the activity (see utterance 16). In utterance 19 the teachers re-

focused the groups by reminding them what questions each group must answer. The step-by-

step guidance was also one of the contradictions highlighted in Chapter Five where learners 

stated that teachers did not explain the work. Extract 6.6 is clear evidence of a change in 

transmission by T2. The behaviour change was in direct response to her solution given in 

Chapter Five where she stated she acknowledge she must give more attention to the learners 

and explain the work more. The change in the behaviour of the teacher extends the view of 

Sannino, et al. (2016, p.2) that both teachers’ and learners’ views are explored in the CLW and 

therefore a collective design effort is needed, which is one of the core functions of the expansive 

learning process and involves the reconceptualization and practical transformation of the object 

of the learners’ and teacher’s activity.  

6.2.2 Teacher 1: Completion of Activity 

6.2.2.1 Activity instruction 

The teacher explained the following instructions to the learners: 
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Extract 6.7: T1-Activity instruction 

1. Kyk na die vrae op die bord. (Look at the questions on the board) 

2. Kom ons lees die vrae. (Let’s read the questions) 

3. Geld speel ‘n belangrike rol in die intrige. Vergelyk Herman en Katinka se seining oor die 

hantering van geld in die openings toneel. (Money plays an important role in the intrigue. 

Compare Herman and Katinkas’s views about the handling of money in the opening scene) 

4. Wat het aan die einde van die drama daartoe aanleiding gegee dat Herman se geldsake ‘n 

positiewe verandering ondergaan het? (What happened at the end of the drama that shows 

that Herman’s finances had a positive change?) 

5. Hoe sal jy die tema van drama omskryf? (How would you describe the theme of the drama?) 

6. Wat beteken die uitdrukking Suzie by ontvangs sal groen wees as ek met hierdie rok daar 

aankom? (What is meant by the expression, Suzie will be green if I come with this dress?) 

7. Hoe hou die title van die drama met oom Josef se dood en sy familielede se toekoms verband? 

(How does the title of the drama link with oom Joseph’s death and his family’s future?) 

Instruction 

8. Elke groep gaan 2 vrae kry om te bespreek in julle groepe, daarna gaan julle dit deel met die klas. 

(Every group will have 2 questions to discuss in your groups and then you will share it with 

the class) 

9. Jy kan in enige taal praat en skryf wat jy mee gemalik is. Julle kan dit ook verduidelik in ‘n taal 

wat jy gemakilik is dan kan een van jou maats dit vertaal in Afrikaans sodat die res van ons ook 

kan verstaan. 

 (You can speak and write in any language you are comfortable with. You can also explain in a 

language that you are comfortable with then one of your classmates can translate to Afrikaans 

so the rest of us can also understand. 

Such as T2 in Extract 6.6, T1 directed the learners to the question on the board. Like T2, T1 

also read the questions with the learners. She further explained to them what is expected of their 

groups in terms of the number of questions allocated to each group (see utterance 8). What can 

be seen in utterance 9, the teacher told the learners they can explain in any language they are 

comfortable with: “julle kan verduidelik in’ n taal wat jy gemaklik is” (You can speak and 

write in any language you are comfortable with). The teacher encouraged the use of 

multilingual practices by the learners. 

In the regular lessons, the teacher largely used only one language but two varieties of the 

language (standardised Afrikaans and ‘Kaaps’ Afrikaans), even though the so-called accepted 
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version of language meant for teaching and learning is the standardised version of Afrikaans. 

In the regular lessons’ learners were not encouraged to use other languages because that was 

against the rules of the class decided by the teacher, which was also informed by the ideology 

created through the prescribed curriculum. However, the CLW raised consciousness amongst 

teachers to focus on the learners’ immediate struggle to make meaning and seek alternative 

ways to enhance meaning making. Encouraging the use of learners’ language as a resource is 

therefore evidence of transformative agency. Moving beyond the prescribed curriculum and 

personal language ideologies confirms the view of Engeström (2015) that expansive learning is 

a core element that differentiates itself by its focus on learning within and between activities in 

society at large. This type of learning goes beyond the confines of school.  It further extends 

the views of Sannino, et al. (2016, p.4) that the notion of expansive learning opens creativity in 

the learning process as it allows learners to join forces to create something new. This means it 

is learning something that does not yet exist.  Working in groups collaborating on ways to make 

meaning and understanding the task at hand speak directly to the views of Engeström (2015). 

6.2.2.2 T1 Facilitating the activity 

T1: Kom ons kyk saam na vraag1. (Come, let’s look at Q1 together). 

The teacher re-writes the question on the board. 

Q1: Geld speel ‘n belangrike rol in die intrige. Vergelyk Herman en Katinka 

se seining oor die hantering van geld in die openings toneel. (Money plays 

an important role in the intrigue. Compare Herman and Katinkas’s 

views about the handling of money in the opening scene). 

Extract 6.8: Teacher illustrating how to make sense of the question  

1. T1: Wat kan julle oplet van hierdie vraag? (What do you notice in this question?) 

2. L2: Daar is twee vrae, Juffrou. (Miss, there are 2 questions)  

3. T1: Ewe3 (Ja)(Yes) 

4. Learners laugh 

5. T1: Hoe gaan jy die vraag benander? (How will you approach the question?) 

 

3“ewe” (meaning yes) which is a common word for an affirmative response used amongst 

isiXhosa people. 
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6. Learners quiet 

7. T1: Een manier om dit te doen is om die kern woorde te identifiseer (One way to do it, is 

to identify the key words in the sentence) 

8. The teacher illustrates by circling the keywords. 

9. Learners passively look at the teacher while illustrating 

10. T1: Nog ‘n manier om dit te doen is om vir elke vraag ‘n mindmap te maak (Another way 

to do, it is to make a mind map for each question) 

11. Onthou hier is ‘n woordeboek hiervoor vir die wat sukkel (Remember here is a dictionary 

in front of the class for those who are struggling) 

There is a positive buzz starting amongst learners when engaging in the activity 

What can be seen in extract 6.6, is the teacher assisted learners with Q1. When learners 

responded to her question the teacher uttered the word “ewe” (meaning yes), which is a 

common word for an affirmative response used amongst isiXhosa people. This created the space 

for isiXhosa learners to feel free to express themselves in their home language. Therefore, 

instances of multilingualism occurred when the teacher gave the learners a chance to use their 

mother tongue to participate in classroom activities. As can be further seen in Utterances 7-9, 

T1 Practically showed learners how they can approach the question when answering the 

question. This supportive approach used by the teacher extends the view of Vygotsky (1978) 

that scaffolding instruction is facilitated by a knowledgeable person in this case the teacher who 

provided support to learner development (in this case understanding the question), and 

essentially builds on a learner’s prior knowledge and assisting them to internalize new 

information.  

Furthermore, in the case of the study, multilingualism is used to assist learners with the meaning 

making of the content and to execute the activities of drama literature in Afrikaans Home 

Language. The use of translanguaging in this lesson is in line with Baker’s (2011, p.288) view 

that translanguaging is “the process of making meaning, shaping experiences, gaining 

understanding and knowledge through the use of two languages”. The actions of the teachers 

showed their openness to change. It is also evident that the discussions in the CLW in Phase 2 

seem to bear good fruit. 

What was notable in utterance 10, the teacher directed the learners who struggled to the 

dictionaries on the table in front while learners tried to figure out the mind-map strategy.  Mind 
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maps refer to the use of diagrams or visual aids to explain a certain phenomenon and this is 

done by organizing concepts and ideas whilst people are taking notes (Dawson, 2019). It also 

alludes that mind mapping plays a key role in organizing information by connecting the primary 

or central topic with relatively important concepts, themes or tasks that are related to it. It helps 

students to understand a complex topic and can be applied by groups or individuals to generate 

concepts or themes as well as visualizing them, structuring and classifying them all the time 

when clearer thinking and improved learning are thought to be a driving force for effectiveness 

and performance (Dawson, 2019).  

Therefore, in her words, the teacher stated: 

Onthou hier is ‘n woordeboek hiervoor vir die wat sukkel. (Remember here 

is a dictionary in front of the class for those who are struggling). 

T1 vaguely directed them to the use of dictionaries, instead of explicitly telling or guiding them 

on how to use the dictionary for the benefit of meaning making. It is evident that the teacher 

missed the opportunity to engage learners with the skill of using a dictionary and how to 

distinguish how to look for words in a dictionary in the context of the text. The issue of 

dictionaries and the lack thereof was a common challenge mentioned by both teachers and 

learners. Yet the teacher did not see an opportunity to use the time to strengthen the learners’ 

skills. 

6.2.2.3 T2 teacher activity facilitation   

What was noticeable during the performance of the activity, the teacher played an active role 

by facilitating the groups, checking on learners’ progress and explaining to learners when they 

asked questions while learners engaged in the activity.  
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Figure 6.3: Teacher explains to the group how they should approach the question 

As can be seen in the figure above, the teacher explains to the group how they should approach 

the question. The concept of ZPD is evident in the actions depicted in the photograph and 

extends the view of Vygotsky that ZPD is the gap between the actual level of development and 

the potential level of development with the guidance of adults or through collaboration with 

more capable peers (Vygotsky, 1978, p.86). 

In addition, what could be observed during the activity was the teacher kept track of the time 

and reminded learners constantly to adhere to the timeframes as they were expected to present 

their answers to the class. Adhering to timeframes illustrates the rules used by the teacher to 

keep learners under control and to ensure the aims and objectives of the main activity are 

reached. 

It was further evident that learners felt comfortable asking the teacher to explain if they did not 

understand. This was not evident in the first lesson as the learners were very sceptical to ask 

and at times fearful due to the response of the teacher as highlighted in Chapter Five where 

learners said they were not comfortable to ask because the teachers show negative attitudes 

towards them. However, these contradictions that surfaced in Chapter Five raised consciousness 

among teachers and changed their ways. This confirms Engeström’s view (Engeström, 2001, 

p.137).  

 . . . Contradictions generate disturbances and conflicts, but also innovative 

attempts to change the activity. 
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6.2.2.4 T1: Learner presentation of activity 

When learners presented their group activity, the teacher also told them they can read from their 

pages if they find it difficult to speak spontaneously.  

Wanneer ek vir julle vra om te present vra ek nie julle moet netso nie van ek 

is ‘n natural julle kan van julle blaaie af lees. (When I asked you to present, 

I don’t expect you speak spontaneously because I am a natural, you read 

from your pages). 

The teacher tried to make learners feel comfortable. She also mixes the languages to illustrate 

to the learners they can and are allowed to explain their interpretations of their home language 

to explain their answers to the activity in Afrikaans. In her words, only three groups (Groups 3, 

1 and 4) presented as the period was done and learners spent too much time doing the activity. 

Groups 2 and 5 only completed the written activity. It could be that the teachers and learners 

were overwhelmed and excited with the experience of the new intervention model and lost track 

of time. More time incorporating the new intervention model could result in managing the time 

for activities efficiently. 

As can be seen in the pictures below of Group 1 and Group 5 learners break up the difficult 

words and create a mind map so that they can discuss the meaning of the word and answer the 

question. Using the mind map strategy to unpack the question is an important multimodal 

learning strategy and has been used in the 21st century to match the learning challenges (Sari, 

Sumarmi, Astina, Utomo and Ridhwan 2021).  A recent study conducted by Sari et al. (2021) 

on the use of mind maps shows that the mind map tool impacted the advancement of critical 

thinking skills and learning motivation. Encouraging the use of the mind map strategy by the 

teacher could encourage learners to think critically as expected by CAPS, which values the 

advancement of critical thinking in and beyond the classroom.  
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Figure 6.4: Learner activities  

 

 

Figure 6.5: Learner activities 

 

Group 3 explained their question using the mind map approach. According to Rezapour – 

Nasrsbad (2019), visual techniques (mind maps) help effective learning in 65% of visual 

learners.  Mind mapping is a strategy that enhances the effective explanation of a certain subject, 

topic or phenomenon in the classroom because of the advantages that it brings along (Ings, 

2018). The major advantage of mind mapping is that the process of drawing a mind map is 
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more interesting and entertaining than just writing a report, drafting a standard chart or table or 

explaining statements from a book without visuals (Chambers, 2017). Furthermore, the visual 

quality of mind maps allows users to identify, clarify, classify, summarize, consolidate, 

highlight, and present the structural elements of a subject more simply than with a standard set 

of notes. This also means that mind mapping plays a key role in assisting reviews in the 

classrooms. In the classrooms at school, mind maps help students to recall what they have 

learned because the clear association and linking of ideas mirror the way the brain works, 

keywords and images are remembered with lesser effort than linear notes (Chambers, 2017).  

One learner (LG1) in the group explained the answer as follows: 

Die tema van die drama gaan oor die testament van oom Josef wat sy geld vir 

sy familie gelos het (The theme of drama is about the uncle Joseph’s Will 

who left his money to his family to inherit). 

Group 1 in Figure 6.3 illustrates the use of synonyms to understand the meaning of the word 

siening (view) (hoe hulle glo) meaning how they believe or view things. How learners 

approached the questions shows the improvement in terms of making meaning of the difficult 

words. LG7 in Group 3 presented their answer as followed: 

Katinka is spaarsamig en suinig (Kantinka is sparingly and stingy). 

Herman hoop om vining geld te maak omdat dit nie finansieel goed gaan nie. 

What can be observed in the written response of Group 1, is that the word stingy (suinig is spelt 

incorrectly. They wrote ‘seinig’ instead of ‘suinig’. After Group 1 presented she carefully 

referred them back to the whiteboard with content and showed the learners that Herman did not 

want to give money for his daughter Zenobia’s dress. She further said: Al het dit nie finansieel 

goed gegaan met Herman nie was hy die suininge een. (Even though Herman experienced 

financial difficulties, he was the stingy one). 

She then asks the group: “So what does that tell us about Kantinka? (So, wat se dit vir ons van 

Katinka?) 

Group 3: LB2: Sy hou van spend. (She likes to spend). 

The immediate feedback to the learner resulted in the learner understanding the question and at 

the same time clearing up the misconception of the words. The strength of formative assessment 
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activities allows the teacher to give immediate feedback to the learners. This confirms 

Popham’s (2009, p.5) view that formative assessment shifts the responsibility of learning and 

performance to both teacher and learner because the teacher monitors learner performance, and 

at the same time reflects on their teaching styles, the learners’ level of understanding concepts 

and improving learner performance based on teacher feedback. 

Group 4 had the same question as Group 3. What can be seen in the written response of Group 

4 below, their answer is written in three languages (IsiXhosa, English and Afrikaans). 

 

 

 

 

 

 

 

 

 

 
 

 

 

 

 

 

 

Figure 6.6: Learners’ activity 

LG11 presented her group’s answers. She read the answer in isiXhosa and explained to the rest 

of the class the meaning of the sentence in both English and Afrikaans. She explained when 

they saw the heading testament she thought about the Bible and others in the group thought 

about someone in jail wanting to present his will in court. Unfortunately, the teacher could not 

give feedback on the answers of this group because of time constraints but applauded the group 

for using their linguistic resources to make meaning. She uttered the following: 

Wel gedaan aan Groep 4 wat hulle moedertaal gebruik het om sin te maak 

van die vraag en welgedaan aan al die leerders wat deelgeneem het in die les 

en die aktiwiteite. Gee almal hande klap. (Well done to Group 4 for using 

their mother tongue to make meaning of the question and well done to 

all the learners who participated in the lesson and activities). 
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What is notable in the answers of Group 4 is that learners could draw links from prior 

knowledge of the Bible and attach them to a person because they could identify with the word 

testament. Using their different linguistic resources and constructing meaning extends the view 

of Guzula, et al. (2016) that engaging in translanguaging practices (that is using different 

linguistic resources) creates an adaptive space that addresses the mismatch between learners’ 

home language and the official language of instruction.  It is for this reason that Sannino, et al. 

(2016, p.4) promulgate the use of transformative agency because it: 

Goes beyond the acquisition of well-established sets of knowledge and the 

participation in relatively stable practices. The metaphor of expansion depicts 

the multidirectional movement of learners constructing and implementing a 

new, wider, and more complex object for their activity. This is done with the 

help of mediating means employed and built throughout the design process. 

By sensitising teachers’ behaviour and practice in the classroom in relation to their experiences 

in the CLW, the third space through multilingual practices was created to expand the 

opportunity for learners and transform their situation in classroom teaching, learning and 

activities. 

6.2.2.5 T2: Learner presentation of activity 

What can be observed in T2’s class, learners could verbalize their interpretations in this class 

without being limited by the actual predetermined rules set out in the classroom such as in the 

case of the regular lesson. The teacher repeatedly told learners they can explain in a way they 

understand. She made a joke-telling the learners that they can speak in English or even Chinese 

if it will make them comfortable. This is echoed in the following response: 

Julle kan verduidelik in Engels, Afrikaans, Xhosa en Chinese ook as julle wil, 

solank julle gemakilik voel. (You can explain in English, Afrikaans, 

isiXhosa and even Chinese, as long as you are comfortable). 

This illustrates that the teacher was willing to allow any language for interpretation to enhance 

the learners’ meaning making. 
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As mentioned earlier T2 reminded the learners of the time continuously. When the teacher 

asked, “hoe ver is julle?” (How far are you?) to ascertain when the presentation can start, one 

learner in Group 4 responded almost finished in English. 

While working in their groups, a learner from group 2 shouted to his fellow learner “yizo” 

meaning that’s the way it is. This illustrates that the learner either agreed with the answer the 

group decided on or expressed his understanding of the question. These instances highlight the 

multilingual practices that occurred during the activity. The use of multi-languages in the 

teaching and learning process was of great significance as it allows students to best explain in 

their mother language while at the same time helping others to learn other languages, which 

enhances their bid to communicate with people from different backgrounds. Drawing from the 

capability approach by Sen (2009) students as people have the freedom to achieve or promote 

functionings that they value. This means that the students had the freedom to learn using 

multiple languages in the classroom, which enhances effective teaching and learning process in 

classrooms.  

In T2’s class did Groups 1,2 and 3 present the answers to the class? Like T1, was a time factor 

that hindered all groups to present. The data is presented in the order the groups presented their 

answers. As mentioned in Chapter Three the order of the data presentation is in some cases 

chronological and in other instances, it is presented according to the flow of the argument. 

Group 1 had to answer Q1 and 2. However, Group 1 had a misconception of question 1 in terms 

of the comparison they had to draw between the two characters (Herman and Katinka). The 

question was: Geld speel ‘n belangrike rol in die intrigue. Vergelyk Herman en Katinka se 

siening oor die hantering van geld in die openings toneel. Compare Herman and Katinka’s 

views about the handling of money. The misconception was because of the students not being 

able to fully understand the question and what it required therefore; they ended up answering it 

in the wrong way. The question asked the students to provide an insight into the perception of 

two individuals with regard to money handling however the students answered it expressing 

how the two individuals spent their money. The class teacher also observed that the group had 

answered the question in the wrong way and was quick to explain to the students the question 

and what is expected of them for them to re-attempt the question correctly. Language 

differences may be a key factor leading to the misconception of the question by the students 

thus providing a wrong answer to the question.   
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Group 1’s answer to question 1 was as follows: 

Herman het sy geld gebet op perde wat beteken hy het sy geld gebet. Katinka 

het Zenobia se eie rok gemaak want hulle het nie geld gehet nie. Hulle 

finansies was baie knap. (Herman placed bets on horses, which means he 

gambled his money. Katinka made Zenobia’s dress because he didn’t 

have any money. They were financially challenged). 

The first observation in this answer is that the group did not compare the characters’ views 

about the handling of money but rather what they did with the money. The second observation 

is that the learner’s choice of words ‘gewet’ and ‘knap’ is used out of context and has nothing 

to do with Herman’s gambling is money on horses and their money issues. Thirdly, there is also 

an error in the grammar used in the sentence as can be seen (Katinka het Zenobia se eie rok 

gemaak want hulle het nie geld gehet nie want hulle het nie geld gehet nie). The correct way to 

say it is (Kantinka het Zenobia se rok gemaak, want hulle het nie geld gehad nie). What is 

evident in the learner’s responses to the question, is that they did not understand what the 

question asked of them. The answer below shows the effect that language barriers can have on 

the meaning making of learners. This confirms Antia’s (2018) view that language is one of the 

major contributing factors causing poor learner performance. 

Group 3 also presented Q1. Like group 1, their response to question 1 also illustrates their 

misunderstanding of the question. Their response was as followed: 

Hulle is ‘n bietjie te. (They are a bit too.) 

What can be observed from the first response is that it is an incomplete sentence. This could be 

because the learners did not understand the question. 

The second response of Group 3 below indicates the financial troubles that Herman experienced 

and his gambling issues to get a quick buck. 

Dit gaan nie finansieel goed nie en Herman wed op perde om vining geld te 

kry (It is not financially well and Herman gambles with horses to make 

easy money). 

When the learners of Group 3 explained their answers to the class they used the word ‘betsa’ 

meaning gambling in isiXhosa to highlight the action of Herman. While observing the activity, 
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it was evident that learners spoke isiXhosa to each other throughout the activity. Although the 

learners misunderstood the question in terms of how the characters view the handling of money, 

they could express their understanding of the actions of the characters through their 

interpretations. Learners showed traces of translanguaging as the difference in language used 

in the classroom (Afrikaans, ‘Kaaps’ and English) may have confused the students in terms of 

understanding what the question required. It is evident in the responses of the learners that there 

is a need to measure a child’s (multilingual children’s) progress holistically whereby learners’ 

personal, cultural, social and linguistic diversity are considered as well as learners’ abilities 

accompanied by facts (Bisai and Singh, 2018, p.308). 

Group 2 answered questions 3 and 4. I observed that Group 2 specifically communicated in 

different languages throughout the activity. When LB 4 presented the group’s answer, he said 

he will explain in English because he felt comfortable with English even though the group wrote 

their answers in Afrikaans. In his words: 

I will explain in English in my own way the way I feel comfortable. Money 

is not everything and they were tested to check at the end if they will abide 

by the rules of Oom Josef. She was jealous. 

What is evident in the learner’s responses was that the learners were comfortable enough to 

choose the language they wanted to express themselves in. This extends the views of Heugh et 

al. (2017) who are of the opinion that assessing multilingual learners in a dominant language 

(in this case Afrikaans) often results that these learners’ (isiXhosa learners) feeling stressed and 

uncomfortable in the classroom. The fact that the teacher allowed learners to use any language 

they felt comfortable with as a resource, reduced the stress and increased participation as well 

as boosted the learner’s self-esteem as the learner was able to stand up in class and present to 

the class without feeling ashamed. This was helpful to the learners as they could best express 

themselves in the language that they fully understand and at the same time other learners are 

able to learn other languages. Learners that use their mother tongue language to learn and 

express themselves have a greater chance of achieving positive results in the classroom as they 

understand what is being taught and this also motivates them to participate in class. In many 

cases, learners were ashamed of speaking broken English and therefore avoided participation 

in class and using their mother tongue was a key factor that eliminated the feeling of being 

ashamed in the classroom.  
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Despite the teacher’s sustained focus on explaining the questions, a number of learners got the 

answers wrong, as can be in the responses above. This could be because the learners did not 

really engage with this task as a meaningful activity. After all, the words may not have some 

relevance to them. It could also be that the tasks were merely mechanical exercises where 

learners adhered to the rules of the teacher to complete the tasks at hand. The teacher did not 

highlight and explain the keywords in the questions or explain possible comparative words to 

the learners to establish their meanings of the words or help them with clues to gear them in the 

right direction. What can be seen from the data in T2’s class, is that in lesson 2 there were some 

instances of minimal multilingualism as opposed to Teacher 1’s lesson. 

Lastly, during the activity, the classroom environment portrayed a sense of togetherness, 

especially amongst the groups of learners, which was not evident in the regular lesson. The 

changes in the learner’s behaviour and eagerness to participate, especially with the assessment 

activity during lesson 2 are thus evidence that allowing multilingual practices fosters agency 

amongst learners. Even though some groups misunderstood the questions while using their 

home language as a resource for meaning making, the conditions in the classroom environment 

transformed. Transformative agency is therefore evident. The emergence of new motives also 

reshaped teacher attitudes and participation practices (Hopwood and Gottschalk, 2020).  

The researcher, therefore, agrees with McKinney and Tyler, (2019) that if translanguaging is 

transformative and productive for teaching and learning and assessment, then the need to 

deliberately design translanguaging as pedagogy should be the order of the day. There is also a 

need to practice patients as the adoption of multi-languages in the classroom may not yield the 

expected results in the short run, and there may be confusion and misunderstanding. Therefore, 

teachers and students who are eager to work together can be able to ensure that there is effective 

implementation of multi-languages in the classroom. This is enhanced through getting a read 

of old teaching and learning practices such as the use of a single language in the classroom and 

adopting new strategies and methods that can encompass the use of multi-languages in the 

classroom. According to Freeman (2016), most learners are eager to adopt new schooling 

methods if they are involved in their implementation, which is also key in them letting go of 

old ways of learning.  
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6.3 Reflection lesson and activity 

Such as in the Situational analysis presented in Chapter Four, teachers and learners were 

interviewed in addition to the audio and video recordings done during the second classroom 

observation, and the field notes. Teachers and learners were interviewed in addition to the 

classroom observation to understand their experiences during the intervention lesson. The 

interviews aimed to find out about the teachers’ experiences when implementing the new 

intervention model in an Afrikaans Home Language context as well as learners’ performance 

during classroom activities. The interviews were also meant to gain more understanding of their 

views about alternative language practices to enhance meaning making, specifically relating to 

the use of two languages in their classrooms. 

6.3.1 Teacher and learner experiences in teaching and learning and assessment 

Many important insights emerged from the interview process relating to the teachers’ and 

learners’ experiences and views about the new model that was implemented to enhance 

meaning making during teaching, learning and assessment. Teachers 1 and 2 said that they 

experienced the second lesson differently as compared to the first lesson. Table 6.1 below 

captures teachers’ reflections. 

6.3.1.1 Teachers’ experience of learner participation in lessons and activity 

The analysis of the findings indicates that teachers experienced increased participation from 

learners who participated in activities and completed them. I observed in the lesson that the 

teacher engaged learners through regular questioning and encouragement to participate (see 

extract 6.4.) Learners were divided into groups for the activity and had to present their answers 

to the class.  Teachers expressed their views as follows: 

T1: Learners were more keen and able to work. 

T2: Learners were able to answer questions about the content… 

The keenness of learners could be because they felt comfortable amongst their peers. It could 

also be that the teachers created a space where learners could use their home language as a 

resource to make meaning. Collaborative learning amongst peers using a group activity 

enhanced learning because learners could share ideas, support each other, and feel comfortable 
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working with their peers. This extends the views of Stierer and Maybin (1994, p.97) who 

elucidate that: 

Scaffolding is not just any assistance that helps a learner accomplish a task. 

It is help that will enable a learner to accomplish a task, which they would 

not have been quite able to manage on their own and it is intended to bring 

the learner close to a state of competence that will enable them eventually to 

complete such a task on their own. 

Furthermore, Teacher 1 on the other hand also expressed that she catered for all types of 

learners. In her own words, she responded: 

I could see my learners were relaxed when I told them to make meaning in 

their own languages. They spoke and explained certain terms in their mother 

tongue for all to understand, Also the learners were happy to use their own 

languages in the classroom and expressed their gratitude as well as increased 

their participation in class.  

In the above statement, it is clear that Teacher 1 experienced a difference within the teaching 

environment and how learners conducted themselves. Learners being relaxed could be because 

Teacher 1 constantly reassured the learners that it is okay and part of the class rules to speak in 

their own mother tongue. As was seen in Phase 1, teachers and learners were guided by the 

rules of the class, school and prescribed curriculum and as a result, learners were relaxed in the 

learning environment. 

Furthermore, both teachers also expressed as can be seen in the below comments that they found 

that learners could complete their tasks in their groups.  

T1: Learners could complete their task in groups, they made meaning of the 

questions by explaining it to each other. 

T2: They were able to complete the activity on time. 

Learners’ ability to complete the activity could be because teachers broke away from the 

prescriptive norm infringed by CAPS, allowing learners to explain to each other in a language 

they are comfortable with. As seen in Figure 6.4 learners used different languages to make 

meaning.  In addition to group work and breaking the norm, teachers played an active role by 
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facilitating the learning process. This can be seen in subsections 6.2.2.2 and 6.2.2.3. In the 

interview, process teacher 1 explained her facilitation role, which impacted greatly the 

completion of the task at hand. She explained her view as the following: 

I facilitated the group work in, which the learners made meaning of their tasks 

by speaking in their mother tongue i.e., isiXhosa. …they made meaning of 

the questions by explaining it to each other.…where they did not understand 

the vocabulary, a discussion through the group made the meaning clear. They 

spoke and explained certain terms in their mother tongue for all to understand. 

As can be seen from the above statement the teacher acknowledged that group work helps 

learners with meaning making, especially when learners struggle with vocabulary. Learners 

engaged in discussions in their mother tongue to make meaning of difficult work.  Incorporating 

this new practice and taking on the role of facilitator has made it possible for learners to do the 

activity by themselves. This confirms the view of Nobert (2012) that when there is a joint 

feedback process where the more knowledgeable person (in this case the teacher) interacts with 

the less knowledgeable person (in this case the learner) by giving conceptual support, increases 

the learner’s ability to work independently with the task or content. This finding and the 

literature confirm the relevance of this study which advocates for the incorporation of 

multilingual practice with the support of teachers to increase meaning making of multilingual 

learners confronted with monolingual practices. 

Teacher 2 explained that learners could complete the activity and learn more about the content 

and their performance increased in the lesson, but she experienced that they did not know what 

was demanded of them in terms of answering the questions. She echoed the following: 

Learners were unsure as to what were expected from them in the question. I 

needed to explain the content and questions in English. I often explained the 

activity in English. 

As mentioned earlier, T2 did not explore other avenues such as highlighting keywords or 

breaking up the sentence such as in the case of T1 or even encouraging or reinforcing the use 

of learners’ home language for meaning making. What could have been more encouraging if 

she asked learner peers to interpret her Afrikaans explanation in isiXhosa and explained it to 

their peers in isiXhosa? This would have been evidence that she condoned the learner’s home 
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language or mother tongue, which is isiXhosa. Essentially this would have been the appropriate 

way of encouraging and reinforcing translanguaging as a practice for meaning making. One 

could thus argue that learners had some hidden resources that were silenced or suppressed by 

the lack of opportunities to unleash them.  This could be why her learners found it more difficult 

to successfully engage with the questions. However, the comment of T2 illustrated the 

importance of scaffolding and ZPD in the learning process of the learners. The role of the 

teacher who in this case is the expert becomes pivotal to ensuring learners are at the stage where 

they can do the work independently. This confirms the view of Bruner (1983, p.60) who see the 

process of scaffolding as important because it requires the teachers to set up a situation where 

it makes it easier for the learner to successfully engage in the task and then gradually pull back 

so the child can be skilled and able enough to manage it. 

6.3.1.2 Learners’ experience of the lesson and activity 

In analysing learners’ responses to the first question (what was your overall experience of 

teaching and learning and assessment in the intervention lessons)? This question was important 

to get a sense of the learners’ experiences because it wants to establish if learners’ meaning 

making in Afrikaans Grade 10 classrooms was enhanced. Learners expressed that there was a 

vast difference in their experience in lesson 2. They responded as followed: 

LG1: Ek het dit baie goed ervaar. My ervaring was baie goed as die eerste 

keer. (I had a very good experience. My experience was good as opposed 

to the first time). 

LG2: Dit was verstaanbaar en baie beter as my vorige een, want die juffrou 

het dit easy vir ons gemaak. (It was to be understood and better than the 

first one because the teacher made it easy for us). 

LG3: The lesson was great and amazing. The teacher was explaining the work 

very good. 

LG4: Ek het geleer dat geld nie belangrik as jou familie is nie. Ek het beter 

verstaan. (I learnt that money is not more important than family. I 

understood better). 

LG5: It was interesting and teachers gave so much effort. 
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LG6: …Dit was baie beter. (It was much better). 

LG7: Ongelukkig was ek ‘n bietjie laat, maar die ervaring was dieselfde soos 

die vorige een. (Unfortunately, I came a bit late but my experience was the 

same as the previous lesson). 

LG8: I experience good things. The lesson was much better because some 

teachers made it easier. For me, it was good because some teachers explain 

the work much better and they make it easier for me and yes, my experience 

was better. 

LG9: …Dit was goed. (It was good). 

LG10: Ek het dit beter ervaring. (I experienced it better). 

LG11: Dit was baie maklik, lekker. Dit was baie beter as die vorige les. (It 

was easy, nice. It was way better than the previous lesson). 

LG12: It was good. 

LG13: Good. 

LG14: Goed ja. (Good yes). 

LG15: Dit was goed. (It was good). 

LG16: Goed, beter as voorheen. Ek het beter geleer. (Good, better than 

before. I learnt much better). 

LG17: Ok, goed dink ek. (Ok, good I think). 

LB1: Dit was baie lekker gewees. (It was very nice). 

LB2: Baie beter. (Much better). 

LB3: Good because I could learn more about the lesson. 

LB4: My ervaring was baie beter as die vorige les, ek het meer verstaan. (My 

experience was much better than the previous lesson, I understood 

better). 
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LB5: Dit was beter as die vorige les. Dit was verstaanbaar. Ek kon die goed 

antwoord. (It was better than the previous lesson. It was understandable. 

I could answer the things). 

LB6: Dit was baie beter as die anders en dit het my gehelp verstaan oor wat 

die testament oor gaan. (It was better than the others and it helped me 

understand what a Will is about). 

LB7: My ervaring was baie beter as die vorige les, en ek meer dinge verstaan. 

(My experience was way better than the previous lesson and I 

understood more things). 

LB8: Dit was lekker ons het baie geleer. (It was nice, we learnt a lot) 

LB9: It was good, I enjoyed it. 

The overall responses to the question were surprisingly very positive. Some reasons highlighted 

by the learners were that the teacher explained the lesson content and the teacher made it easier 

for them. 
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What can be seen from the responses of the learners in Figure 6.2 is that sixteen (17) out of the 

twenty (26) learners responded that they experienced the lesson better than the first lesson. 

Other responses included that they found the lesson to be interesting, good, nice, and amazing. 

Only 1 (LG7) learner indicated her experience was the same. We can gather from most 

responses that learners seemed less negative about their experiences. LG8 attributes her 

experience to the role the teacher played and expresses her view as follows: 

LG8: I experienced good things. The lesson was much better because some 

teachers made it easier. It was good for me because some teachers explained 

the work much better and they made it easier for me and yes, my experience 

was better. 

Similarly, LG5 also attributed her experiences to the effort of the teachers.   

LG5: … Teachers gave so much effort… 

The figure portrayed by these learners seemed to be more positive and less frustrating than in 

the first CLW as illustrated in Chapter Five where learners indicated the teachers did not explain 

the work and it increased their challenges of meaning making. The CLW encouraged double 

stimulation as it allowed participants to voice their frustrations, criticize practices and come up 

with solutions to bring about change. As a result, teachers intentionally broke out of their norm 

and changed their transmission instructions, which resulted in learners being more receptive to 

the information they are taught. This confirms Sannino’s (2011, p.584) view of the principle of 

double stimulation as “the mechanism with which human beings can intentionally break out of 

a conflicting situation and change their circumstances or solve difficult problems”. 

The responses of the learners further exemplify the positive changes that occurred due to the 

role that teachers played because learners said they could ask questions and they were 

comfortable when doing so. Furthermore, the learners indicated that they could understand after 

the teacher explained. This shows that learners need some sort of support to enhance meaning 

making. The study confirms the usefulness of multilingualism as a source of meaning making 

in multilingual classrooms. This was not the case in the regular lesson. Learners expressed their 

views as followed: 

LG3: I participated well because I was answering some of the questions the 

teacher asked. I was comfortable asking some questions. 
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LG8: Ek het geleer dat as jy nie iets verstaan nie moet jy iemand vra om vir 

jou te verduidelik. Byvoorbeeld ons isiXhosa leerders verduidelik mekaar die 

werk in Xhosa dan verstaan ons dit. Ek was gemaklik want juffrou het dit 

makliker vir my gemaak. (I learnt that if you don’t understand, you must 

ask someone to explain to you, example we isiXhosa learners explain to 

each other in Xhosa then we understand the work. I was comfortable 

because my teacher made it easier). 

LG9: In the first place I did not understand but after Miss have explained it 

than I got a clear understanding. 

L10: … I could ask questions because Miss (for Teacher) gave me a chance 

to talk to her. 

This highlights that multilingual learners are often confronted with questions and activities and 

are not able to complete them because of a lack of understanding. In some cases, the teachers 

failed to understand the languages used by learners which caused a challenge in the teaching 

process. However, the assumption that learners should be able to complete a given activity 

without considering aspects such as language could be detrimental to learners’ performance and 

future goals. This is in good agreement with Antia (2018) who argues that neglecting to 

acknowledge the role of examination language may be exacerbating social inequalities.  

Learners also highlighted the positive effect of group work. This is also in line with Teacher’s 

1 view about group work as illustrated above.  

LB7: Groepwerk kan werk. Uitstekend. (Group work can work, Excellent). 

LG2: …Want ons het in groepe gewerk en mekaar gehelp. Ek was baie 

gemaklik om antwoorde by te dra want my groep het gehelp. (Because we 

worked in groups and we helped each other. I was comfortable to 

contribute answers because my group helped me). 

As illustrated in Chapters Four and Five, assisting each other and the use of other languages 

was prohibited in the classroom. Through active engagement in the CLW teacher became aware 

of their behaviour that impacted the learners.  
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It is evident that learners felt comfortable amongst their peers and are more eager to contribute. 

Collaboration among learners seemed to have a positive effect on learners’ attitudes towards 

teaching and learning. As shown in sub-section 6.3.1.1 teachers expressed the effect of group 

work amongst their learners as teachers identified that learners were keener to participate. 

Working with their peers created a pace where learners felt comfortable communicating with 

each other and comfortable asking the teacher if they didn’t understand. Transformation in the 

classroom occurred when the teacher-initiated group work and allowed learners to support each 

other in their home language. Expansive learning and transformative agency were evident as 

learners grew from being uncomfortable expressing themselves in class and with the teacher to 

being comfortable with the teacher and the class when they had to work in groups and 

communicate their answers to the class. This confirms Engeström's (2015) view that expansive 

learning can lead to qualitative transformations where both individual actions and collective 

activity are transformed. By pursuing and grasping the expanding object of the activity, learners 

can construct new motives, which can lead to long-term engagement. The concept of ZPD was 

also applicable as the teacher guided the group work activity through facilitation allowing 

learners to work on their own but giving feedback when needed. 

The agency shown by teachers to transform learners’ circumstances in the class was evident in 

the positive mindset of learners. Encouraging learners to ask their peers or switch between 

languages as echoed by LG8 was not allowed by the learners as shown in Chapters 4 and 5. 

However, teachers’ willingness to break away from their traditional way of doing things showed 

better participation and better experiences. The actions of the teachers confirm Virkkunen’s 

(2006) view that transformative agency requires breaking away from a given frame and taking 

the initiative to transform. This also extends the views of McKinney and Tyler, (2019) who 

argue that if translanguaging ought to be transformative and productive for teaching and 

learning, then the need to deliberately design multilingualism as pedagogy should be the order 

of the day. 

However, one learner mentioned she did not feel comfortable asking questions even though she 

felt her participation was good. Her view is captured below: 

LG1: My deelname was goed tydens die les maar ek was nie gemaklik om 

vrae te vra nie. (My participation was good but I was not comfortable to 

ask questions). 
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This could be that the learner felt comfortable amongst her peers but did not feel comfortable 

towards the teacher. It could be the fear instilled in the previous lesson might still be very vivid 

to the learner and as a result, the learner did not approach the teacher. Though the learner 

showed evidence of transformation where her participation was a concern, there seems to be a 

contradiction between the subject (the teacher’s hope of transforming the situation) and division 

of labour (the learner’s comfortability to actively engage in her learning process) ultimately 

hindering the learners’ complete emergence of the agency. It seems the learner needed constant 

reassurance from the teacher through modelling a relaxed and safe environment where the 

learner can freely learn without feeling reluctant to ask questions.  

Relationship building comes into play as it seems the learners’ trust in the school, teacher and 

classmates was shattered due to learners openly being treated as the other and constantly being 

reminded they did not belong and should go to an isiXhosa school as illustrated in Chapters 

Four and Five. Excluding learners and putting them in an uncomfortable position is in direct 

contrast with the values of the CAPS framework, which goes over and above teaching learners 

to read and write (DBE, 2011). This was founded on the values of the South African 

Constitution, CAPS advocates for an education that will “heal the divisions of the past and 

establish a society based on democratic values, social justice and fundamental human rights” 

(DBE, 2011, p.iv). 

6.3.2 Transforming teacher perceptions 

Teachers were asked to respond to the question: Did your views change in terms of allowing 

alternative practices to assist isiXhosa learners with meaning making? It was important to ask 

this question to establish if expansive learning and the CLW change the views of the teachers 

and to establish new contradictions for ongoing development. The analysis of the findings 

indicates that T1’s views regarding the need to allow alternative practices to assist isiXhosa 

learners with meaning making have changed after engaging in the intervention lesson. T2 on 

the other hand maintained her view and conditioned her stance by stipulating if certain things 

ought to be done, she would allow alternative practices. Though T2 showed a primary 

contradiction within her, Engeström (2001) is of the opinion that in the activity system, 

contradictions should not be negatively viewed or seen as problematic because contradictions 

give rise to change and development.  

T1 expressed her view as follows:  
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My perception has changed. Instead of having absent present learners in my 

class, I am now willing to accept a noisy class with different languages going 

about to enhance understanding. 

Teacher 1’s experience in the class was that learners were physically in class but cognitively 

absent. This was evident in her comments in Chapter Five when she said learners did not want 

to participate because they were holding back. The assumption was that speakers of the African 

language make a noise when they speak because they tend to speak at high volume levels, and 

are often viewed as disruptive, especially in the classroom context. However, this assumption 

has changed, especially by Teacher 1. She viewed the noise as positive because her absent 

present learners became active present learners. CAPS advocates for a learner-centred approach 

and envisages critical thinkers who are actively involved in the learning process. As observed 

in Chapters Four and Six during the lesson observation, the teacher was talking alone in most 

instances without pausing and involving learners. However, it was evident during the activity 

that her approach changed. Expansive learning advocates for continued development through 

the identification of contradictions. Consequently, the new contradiction highlighted by the 

teacher shows that she reflected on her practices and is now open to transforming the situation 

by voicing her agency. 

In contrast, Teacher 2 pointed out that her perception regarding alternative practices did not 

change and expressed her view in short “No” when asked about it. Her view could be related 

to her personal views about the language, her shortcomings or weaknesses in terms of teaching 

experience, lack of understanding of the learners’ home language or personal preference for the 

language of teaching and learning. Teacher 2 however said she would consider improving the 

literacy and biliteracy levels of their learners and would encourage multilingualism and 

translanguaging if: 

• She knows the value of the outcome; 

• Her learners would be more active; 

• Willing to participate in their learning; and 

• Learners were more relaxed, especially when they were told to make meaning in their 

own language. 
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Though T2 showed some resistance to alternative practices, her willingness to consider 

highlights her intention for future change. This extends the view of Sannino, et al. (2016) who 

argue that an expansive learning process carries future-orientated visions linked with initiatives 

(from teachers) and commitment from learners and teachers. A collective design effort is 

needed to carry out expansive learning as it is a process that involves reconceptualization and 

practical transformation of the object of the learners’ activity. It means a lot for teacher 

development, especially with regard to the creation of new professional knowledge. The 

creation of new knowledge is key in making teachers adapt to the future needs of the academic 

system as the world changes.  

6.3.3 Transforming learners’ perception of classroom teaching, learning and activity 

The analysis of the findings indicates that the majority of the learners indicated that they had 

the freedom to speak to each other in isiXhosa during the lesson and activity and this had a 

major impact on how they behaved during the lesson. Below are some of their responses: 

LG3: Yes. I was able to speak with my friends in isiXhosa because we 

understand it. 

LG7: Ja, want as ek iets nie verstaan, is dit baie maklik vir my om my maats 

in isiXhosa te vra dan kan ek dit baie maklik verstaan (Yes, because if I don’t 

understand is it easy for me to ask my mates in isiXhosa then it is easy to 

understand). 

LG9: Yes, I had the freedom to communicate in isiXhosa.  

These responses indicate the difference in teacher behaviour and attitudes regarding the use of 

an alternative language to enhance meaning making. In the first set of analyses in Phase 1, the 

set rules of Afrikaans were only evident. However, changes in teachers’ behaviour and attitudes 

were observed in lesson 2. The negotiated model through the Change laboratory as presented 

in phase 2 had a significant positive change in the intervention lesson. This can be observed 

through the response of LB7 highlighting the teacher permitted to speak in their home language.  

Ja, jy kan in jou taal gepraat het as jou maats nie verstaan nie, want juffrou 

het toestemming gegee. (Yes, you could speak in your language if your 

peers don’t understand because the teacher gave permission). 
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This indicates the change in the set rules as the teacher decided what was allowed under her 

authority in the classroom setting. The analysis in the first lesson revealed that permission was 

not granted by the teacher and it was illustrated by the frustrations learners felt as presented in 

Chapter Four. What is more, creating the opportunity for learners to speak in their own language 

enabled learners to understand the work but it also encouraged participation and created the 

space for learners to enjoy the lesson. This is echoed by the following participant: 

LG4: Yes, we were enjoying ourselves and participated well. It was very 

understandable in isiXhosa or English. 

Schools must be a place where learners find pleasure and enjoyment. According to Rodrigo 

(2018), the fun learning approach emphasises that learning should be fun and learners must feel 

comfortable and safe in the classroom setting. This will foster better results because learners 

will feel less stressed. In my view this result has strengthened my confidence in multilingualism 

because learners found enjoyment in the lesson, they participated well and they could 

understand using their mother tongue. This confirms previous findings in the literature as 

echoed by García (2009, p.p.307-308) who argues that “translanguaging is indeed a powerful 

mechanism to construct understandings, to include others, and to mediate understandings across 

language groups”. 

6.3.4 Factors Impacting Meaning Making 

Participants were asked to answer the question: what factors hindered learners’ meaning 

making? It was important to ask this question to establish unidentified contradictions that might 

have surfaced in the second lesson.  

6.3.4.1 Hindering factors identified by teachers 

The analysis of the findings indicates that many factors hindered learners from fully engaging 

in the activity. Their responses are expressed below: 

T1: Lack of dictionaries. 

T2: Only two dictionaries were available to the whole class, it is time-

consuming if learners have to wait to use the dictionary or ICT tools.  

Teachers can be resourceful too as they can also provide knowledge to the 

students from their experience, skills and competences.  
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Teachers highlighted that the lack of dictionaries was an issue because learners often had to 

wait on each other if they needed to use the dictionary. This is unfortunate because if learners 

have appropriate and the necessary resources it would help them with difficult words. The 

Capability set is thus the relationship between primary goods and well-being/freedoms also 

emerged in the analysis and findings. This set clarifies the distinct relationship between primary 

goods such as including income and resources of learning) and well-being may differ because 

of personal diversities and the possibility of converting primary goods (including income, and 

resources of learning) into achievements of well-being and success. If learners constantly have 

to wait on each other to use a dictionary it can slow the completion of classroom activities, 

which could further impact learners’ meaning making and ultimately impact learners’ literacy 

output. Furthermore, the issue of how the resources are used to enable learners to ensure they 

achieve functioning is still an open discussion for all stakeholders in the education setting. Sen 

(1999) therefore emphasize the link between existing variations between institutions and 

individuals and the ability to convert existing resources into functionings and sees this as 

essential for learners to achieve needed capabilities.  

6.3.4.2 Hindering factors identified by learners 

The analysis of data indicates that learners found the vocabulary of the drama in the lesson and 

activity to be what to be a hindering factor. 

LB1: Die swaar woorde. (The difficult words). 

LB 4: Die groot Afrikaanse woorde. (The complicated Afrikaans words). 

Another learner mentioned she found some words a bit easier but did not understand the 

meaning of other words.  

LG2: It was a little messy cause there were words that we didn’t know 

existed. 

 

LG10: Ek het die woordeskat ‘n bietjie maklik gevind maar ek het nie geweet 

wat ‘n paar van die woorde beteken nie. (I found the vocabulary a bit easier 

but I did not understand the meaning of some of the words). 
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This illustrates the lack of reading and engagement with text outside the school ground on the 

side of the isiXhosa learners. However, the fact that learners (isiXhosa learners) struggled with 

understanding words in Afrikaans could be a major contributor to why they find the words to 

be messy. Another reason may also be the lack of libraries in the community of these learners 

as mentioned in the background because they reside in townships. Sen (1992) posits that 

different communities offer different opportunities and barriers and whether this is often a 

determiner of what people can or cannot do with available resources. The need for a library in 

the community becomes essential in their quest to understand Afrikaans and make meaning so 

they can meet the demands of the school and curriculum.  

6.4 Conclusion 

This chapter mainly focused on how the new model initiated in the Change Laboratory 

workshop was implemented and the impact it had on the learners and teachers in the classroom 

of multilingual learners. It was also aimed at observing obvious changes as a pose to the first 

lesson. It was evident that several changes took place in terms of how the teacher’s role and 

attitude changed; their classroom rules; how their practice changed. What also emerged is that 

learners appreciated that they could use their home language (isiXhosa) as a resource to make 

meaning of the task at hand. There were instances of translanguaging and it resulted that the 

learners participated well and they found pleasure in working with their peers. 

The above findings illustrate the changes that occurred in the intervention lesson. The use of 

transformative agency reaped good fruits in terms of learner understanding as well as their space 

of learning was much more relaxed and less frustrating. This echoes Sannino, et al. (2016, p.4) 

views that transformative agency “goes beyond the acquisition of well-established sets of 

knowledge and the participation in relatively stable practices”. Learners using their home 

language for meaning making illustrates the metaphor of expansion, which “depicts the 

multidirectional movement of learners constructing and implementing a new, wider, and more 

complex object for their activity” (Sannino et al., 2016, p.4). Learners could achieve meaning 

making and experience fewer frustrations because of the dialogues in Phase 2 at the CLW as 

well as the mediating tools offered in the designing process that occurred during the CLW. The 

findings show that there was a significant change in teachers’ behaviour and attitudes as well 

as learner frustrations. However, the following new contradictions surfaced: 
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• During the lesson observation, the teacher was talking alone in most instances without 

pausing and involving learners. However, it was evident during the activity that her 

approach changed. Expansive learning advocates for continued development through 

the identification of contradictions. 

• T2 did not explore other avenues such as highlighting keywords or breaking up the 

sentence such as in the case of T1 or even encouraging or reinforcing the use of learners’ 

home language for meaning making. 

• Though the learner showed evidence of transformation where her participation is a 

concern, there seems to be a contradiction between the subject (the teacher’s hope of 

transforming the situation) and division of labour (the learner’s comfortability to 

actively engage in her learning process) ultimately hindering the learners’ complete 

emergence of agency. 

• Teacher 2 pointed out that her perception regarding alternative practices did not change 

and expressed her view in short “No” when asked about it. Her view could be related 

to her personal views about the language, her shortcomings or weaknesses in terms of 

teaching experience, lack of understanding of the learners’ home language or personal 

preference for the language of teaching and learning. 
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CHAPTER SEVEN 

PHASE 4 – EVALUATION, REFLECTION AND CONSOLIDATION 

7.1 Introduction 

Chapter Seven represents the evaluation, reflection, and consolidation (steps 6 and 7) of the 

new model that was implemented in Chapter Six. This chapter aims to detail the expansive 

learning and intervention that happened in Phase Three because of the Change laboratory 

workshop. It will further explain new contradictions and explore further expansive learning 

potentials. 

The second CLW consisted of two two-hour object-orientated sessions that occurred in the last 

week of October 2020. In the first session, a PowerPoint presentation was used to encourage 

discussions among participants. The focus of CL2 was on reconstructing why and how the 

transformation took place and what had changed. Such as in the case of the first CLW, I 

mirrored data of expansive learning that occurred and new contradictions that surfaced. The 

second Change Laboratory session also relied on a set of representational devices to jointly 

analyse the new model that was implemented and identify other disturbances that surfaced. 

However, the difference in this phase was that only four questions were posed to the participants 

to get the conversation started and to encourage reflexivity (Sannino, 2008 (see Chapter Five).  

Furthermore, the focus of Session 2 was to consolidate, evaluate and reflect on the whole 

process of the research. In preparation for that session, I designed a questionnaire to stimulate 

participants’ thinking. As mentioned in Chapter Five, this study was conducted during the 

global COVID-19 pandemic and COVID-19 protocols had to be considered at all times. The 

sessions were also held in the main hall to ensure social distancing and that COVID-19 protocol 

prevails. The seating arrangements and set up of tools (projectors, video camera, voice recorder) 

were similar to that in the first CLW. This was to identify learners as per their identification 

codes given to them in the first phase. Furthermore, clips from the preceding session and data 

from the interviews were shown and used for discussion. The participants returned to discuss 

their experiences of the transformation process. 
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7.2 Discussing the process of CLW and the new multilingualism model 

This section discusses how expensive learning occurred or did not occur in teaching, learning 

and assessment in a multilingual context. Such as in the case of phase 2, the CLW in the second 

phase of the study was initiated to allow teachers and learners to reflect and share their 

experiences of the intervention lesson. The concept of experience was again relevant to the 

analysis of data. Experiencing is seen as a crucial process because it helps human beings (in 

this case teachers and learners) to cope with problems and changes in different circumstances 

(Sannino, 2008). To do this, a whole group discussion approach was used to get participants to 

share their experiences. The process of experiencing enabled individuals to renew themselves 

by working out their conflicts. The reconceptualization of the object was possible because of 

two mediating factors, which include firstly the material design and the practical 

implementation of the intervention model that broke several constraining boundaries of 

traditional school teaching, learning and assessment. The second factor was the power of 

multivoicedness among teachers and learners who engaged in discussions. The interventionist 

researcher facilitated the process. 

This study evaluated and consolidated the formative intervention strategy by initiating the 

second Change laboratory workshop that was videotaped. As mentioned earlier, this process 

included a whole group discussion with teachers and learners, used mirror data from Phase 3; 

and completed an evaluation sheet. Using this mode was aimed at showing the expansive 

learning that occurred as well as the contradictions that re-surfaced in the third phase. In order 

to highlight the process, the study used double stimulus with the assistance of a data projector, 

video camera and concepts of theory. This was done so that participants can see the information 

on the screen and at the same time raise consciousness, which led to engagement in 

conversations. As mentioned earlier in Chapter Three, the purpose of the whole group 

discussions with all the participants using stimulus was: 

• To elicit discussion amongst learners in the group; 

• To link it to learners’ experiences and things they can relate to connecting the known 

with the unknown; 

• To motivate teachers, learners and parents to find out more about the intervention 

strategy; and 
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• To draw teachers’ and learners’ attention to encourage participation and tap into their 

existing knowledge. 

The discussion environment was arranged to facilitate whole group discussion so that all 

participants can have access to resources. Groups were structured in such a way to: 

• Encourage active engagement and discussion; 

• Have enough time for discussion; and 

• Complete an evaluation sheet. 

The following questions were posed: 

• What did you find interesting in the lesson? 

• What was different about this lesson? 

• What was done not so well? 

• What can be done differently to improve meaning making during lessons and activities?  

The first two questions aimed to get participants to think and reflect on events in the intervention 

lesson and compare the lesson to the regular lesson by highlighting the differences and/ or 

similarities. The other two questions were aimed at highlighting additional challenges that 

occurred and at the same time thinking of more ways the lessons can improve. The data mirrored 

was of particular interest because the interventions designed and implemented by the teachers 

were innovative and challenged the instructional practices (teaching, learning and assessment) 

of their school.  The innovations implemented by the teachers called the focus on the object 

itself, which is the multilingualism and multilingual strategies because it has the power of 

engendering agency and actual change in the teaching, learning and assessment practices.  

7.2.1 Question 1: What did you find interesting in the lesson? 

This question aimed to get participants to reflect on their experiences in the intervention lesson 

and to establish the effect of expansive learning. Teachers indicated that they found that learners 

were more comfortable and participated well in the lesson.  

T1 responded first and said the following:  
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Die leerders was gemaklik en wil deelneem in die les. Hulle het ook goed 

saam gewerk tydens hul aktiwiteit. (The learners were comfortable and 

wanted to participate in the lesson. They also worked well doing the activity).  

T2 immediately added that:  

Die leerders was anders, hulle het deelgeneem en saamgewerk, veral met die 

aktiwiteit. (The learners were different, they participated and work together, 

especially with the activity). 

The encompassing of multilingualism in the classroom in the teaching and learning process 

helped facilitate effective learning for the students. It helped the teacher to enhance the 

participation of all the learners and they best expressed themselves in their own mother 

language. This played a significant role in also improving their overall performance in the 

classroom as they were eager to participate like never before.  

Since I facilitated the CLW, I asked teachers if they wanted to add anything. They said no and 

I moved on to the learners. Learners were identified as per the codes I gave them in Phase. 

The following learners responded to the question: 

LB1: Ja, ons was baie gemaklik wants ons kon in ons taal praat (Yes, we were 

very comfortable because we could speak in our own language). 

LB7: It was exciting because we could speak in our own language. We could 

talk to each other and help each other. 

LG5: Die les was anders en die juffrou ook. Dit was net anders en gemaklik 

(The lesson was different as well as the teacher. It was just different and 

I was comfortable). 

Researcher: Kan jy verduidelik wat van die les was anders en wat van die 

juffrou was anders? (Can you explain what was different about the lesson 

and what was different about the teacher?). 

LG5: Ons kan met mekaar gepraat het en gevra dit as jy nie iets verstaan nie. 

Toe ons die aktiwietiet doen het die juffrou ons gewys hoe breek jy die vrae 

op en jy kan ook n breinnkaart gemaak het om beter te verstaan. (We could 
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speak to each other and asked each other if we did not understand. The 

teacher explained how to break up the question and use a mind map to 

understand the question). 

Researcher: En die juffrou? (And the teacher?) 

LG5: Die juffrou was nie negatief nie e nek het meer gemakik gevoel om haar 

te vra as ek nie verstaan nie. (The teacher was not negative and I felt more 

comfortable to ask the teacher if I did not understand). 

LG9: Dit was lekker omdat die keer kon ons in ons eie taal praat. Soms is die 

Afrikaans woorde moeilik dan verstaan ons nie, maar dit het gehelp om met 

mekaar te praat. (It was nice because this time we could speak in our own 

language. The Afrikaans words are sometimes difficult than we don’t 

understand but it helped to speak to each other). 

LG13: Juffrou het gese ons kan ons eie taal gebruik en ons kan met ons maats 

praat. (Teacher said we can use our own language and we can speak with 

our classmates). 

The responses of both teachers and learners indicate that expansive learning occurred. Teachers 

identified that learners’ participation increased and they were comfortable in class. L1, LG13, 

LG7 and LG9 attribute his comfortability to the use of his home language. The response of LG 

5 was very well received by teachers. She expressed her thoughts by saying the lesson was 

different and the teachers. I wanted to understand how different and posed the above questions: 

Researcher: Can you explain what you about the lesson was different? And 

what about the teacher was different? 

She explained they could collaborate to make meaning and the teacher used practical examples 

to explain to them how to approach the question. The analysis of the findings indicates that 

learners using their home language changed the classroom environment. The difference in 

learners’ participation could be attributed to changes in classroom rules in terms of language 

use. It can also be that learners were comfortable amongst their peers and could assist each 

other when they did not understand.  
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The responses of the learners highlight the obvious differences between the regular lessons and 

the intervention lessons. What stood out in the responses of the learners is the effect of 

collaborative learning, learners being able to talk to their peers and also using their own 

language to make meaning. Learners seemed to be less frustrated and hopeful. Though this 

study doesn’t want learners to be dependent on each other, it encourages collaborative learning. 

Peer learning seems to have a positive impact on the learners as well as the use of learners’ 

mother tongue to make meaning. The combination of mother tongue language and collaborative 

learning can create a less frustrating learning environment and at the same time enhance 

meaning making in the Afrikaans classroom. 

7.2.2 Question 2: What was different about this lesson? 

I asked the participants to reflect on what they found different about the lesson. The teachers 

responded as followed: 

T1: Leerders was excited in die klas (Learners were excited in class). 

Leerders het my geroep en gevra as hulle nie verstaan nie (Learners called 

me and ask questions if they did not understand). 

T2: Alhoewel ek skepties was en is oor ‘n ander taal, kon ek sien dat die 

leerders die les geniet en gemaklik is om te werk in die klas. (Although I was 

and am sceptical about another language, could I see the learners enjoyed the 

lesson and were comfortable to work in class). 

I asked if there was anything teachers wanted to add, and they mentioned the following: 

T1: Hulle het die aktiewiteit klaar gemaak. (They completed the activity). 

T2: Wat anders was, was dat leerders kon die aktiwitiet voltooi en hulle 

antwoorde aan die klas verduidelik. Met die vorige les was daar nie tyd nie 

van die klok het gelui. (What was different, was that learners could 

complete the activity and they could explain their answers to the class. 

In the previous lesson was there no time because the bell rang). 

Teachers seemed to have a lot to say about both questions. When asked if they wanted to say 

anything else, they added the following: 
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T1: Leerders was toegelaat om hulle huistaal isiXhosa te gebruik om meaning 

making te doen. Dit het hulle baie gehelp (Learners were allowed to use 

their home language isiXhosa to make meaning. It helped a lot). 

Leerders was ontspanne. Het hulle samewerking gegee. Daar was active 

participation. Contribution in lesson. (Learners were relaxed. Gave their 

co-operation. There was active participation). 

T2: … Meer leerders het deel geneem. (… More learners participated). In 

die eerste les het ek nie data projector gebruik nie. Tweede les het ek data 

projector gebruik. (I did not use a data projector in the 1st lesson. In the 

second lesson I used a data projector). 

What is evident in the response of both teachers is that the environment of the class changed 

and learners’ attitudes also changed. Teacher 2 mentioned she was sceptical about the use of 

another language but acknowledged that it had a huge impact on how learners reacted during 

the lesson. As she stated, learners enjoyed the lesson and were comfortable working in class. 

Though the teacher was sceptical, her positive experience opens the door for continuous 

reflective practices on the side of the teachers. This could also mean that the teacher views the 

needs of the learners as more important than her scepticism. The fact that the teacher looked 

beyond her shortcomings and shifted her thinking to the need of the learners highlights the 

possibility for change.  

Learners completing the activities can be viewed as a major accomplishment because learners 

writing in a language other than their mother tongue seems to find it difficult to complete the 

task in the given periods as expected by the curriculum and the teacher. This could be that they 

struggled to process the questions and make meaning and as a result, they struggled to complete 

the tasks. She reckons that the use of multimedia resources changed the learning environment. 

T2 also mentioned that learner participation could be because learners were more aware of 

technology and visual learning and this might have created more excitement for the chalk-and-

talk method. Furthermore, both teachers agreed that there was a difference between Lesson 1 

and 2 and the learning environment also changed in Lesson 2. It is clear when the learning 

conditions changed the learner’s behaviour. This is in line with Sen’s (1999) view that when 

evaluating a person’s well-being their ability to transform resources into achievements or 

valuable functionings becomes important.  
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After the teachers concluded, I asked learners what their take on the question was. I also 

encouraged all the learners to contribute and give their responses. This was to get a variety of 

perspectives from the learners. They responded as follows: 

LG4: Ons het nie nodig gehad om onderlangs met mekaar te praat nie, ons 

kon openlik met mekaar praat en vrae vra as ons nie verstaan nie. (There was 

no need to speak softly in our language so the teacher doesn’t hear, we 

could speak openly to each other and we could ask questions if we don’t 

understand). 

LG17: Die juffrou was anders, sy het ons toegelaat om in ons taal te praat 

(The teacher was different, she allowed us to speak in our language). 

I asked if more learners wanted to contribute and the following learners added: 

LB1: Ons het die woordeboek gebruik vir woorde wat ons nie verstaan nie en 

die juffrou het verduidelik as ons nie verstaan nie. (We used the dictionary 

for words we did not understand and the teacher explained if we did not 

understand). 

LG13: Ons het verlig gevoel want soms is dit moelik om die Afrikaans 

woorde te verstaan. (We were relieved because it is sometimes difficult to 

understand the Afrikaans words). 

LG14: Die juffrou het ook van die woorde in drie (3) tale geskryf. Sy het ook 

probeer om vir ons goed te sê in Xhosa. Die juffrou was anders as in die 

vorige les. Ons kon ons self wees sonder om bang te wees sy gaan skel of ons 

sê ons moet nie in ons taal praat nie. (The teacher wrote some of the words 

in three different languages. She also tried to say things in Xhosa. The 

teacher was different as opposed to the previous lesson. We could be 

ourselves without being afraid she will scream or say we can’t speak in 

our language). 

I asked if anyone wanted to add anything. After a few minutes of silence, LB4 said the 

following: 
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I was confident to stand up and tell the teacher I will present my group's 

answers in English. Other times the teacher would’ve told me that it is an 

Afrikaans class but now it changes. She allowed us to speak in a language we 

felt comfortable with. 

The response of LB 4 was the last response for Q2. 

What is evident in the above responses of the learners is that teachers made it possible for 

learners to feel comfortable when learning. Learners highlighted how the teachers’ attitudes 

towards the use of their mother tongue changed and that they experienced some instances where 

the teacher even tried to use their language to illustrate that they have the opportunity to use 

their language without feeling guilty. They further explained that they felt relieved to be able 

to speak and interpret in their own language without having to worry about the teacher and the 

Afrikaans-only rules. What emerged strongly is that learners highlighted a difference in their 

experience in the intervention lesson as a pose to the regular lesson. The teachers were portrayed 

as having a more positive effect on the learners as opposed to the regular lesson. 

Moreover, most of the learners (21 out of 26 learners) said they could make better meaning in 

the intervention lesson and felt that enough was done to assist them with meaning making. 

Learners emphasized the following: they could understand; the teacher asked fellow learners to 

explain; the teacher was friendly and made everything understandable; the teacher explained in 

English. What can be seen from the responses of the learners is that learners experienced a 

difference in the intervention lesson.  

Apart from the teacher explaining in English (due to her language capabilities), learners 

emphasized the role their peers played in explaining to them. The multilingual practices that 

occurred as mentioned by the learners required teacher initiative to convert learners’ existing 

language resources into achievable functionings. What strongly emerged was the change in the 

teachers’ attitudes, which was not the case in the regular lessons. Learners were very frustrated 

in the regular lessons because teachers were deemed unfriendly and did not sufficiently assist 

them as they required. Learners mentioned that they experienced teachers to be more friendly 

and teachers tried to make things easier for them to understand.  
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7.2.3 Question 3: What was done not so well? 

This question was asked to establish new contradictions, which can lead to further growth 

points. Expansive learning is focused on continuous transformation. This question was thus 

aimed at identifying what areas still need to be worked on since this study is a start of an ongoing 

process. The teachers responded to the question as followed:  

T1: Ek dink die les het baie beter gegaan as die vorige les, veral met die 

deelname van die leerders, maar dit sal help as elke leerder hulle eie woorde 

boek het. Letterkunde is moelik om te verstaan in die konteks, veral as dit ‘n 

taal is wat jy mee sukkel. Dalk sal dit ook help as daar iemand, ‘n onderwyser 

op standby kan wees wat die leerders se taal kan praat en vir hulle verduidelik 

en dalk kan ons boeke in die biblioteek uit stal wat die leerders kan help met 

lees. (I think the lesson was much better than the previous lesson, 

especially with the participation, but it would help if learners had their 

own dictionary. Literature is difficult to understand in the context, 

especially in a language that you struggle with. Maybe it could help if 

there is someone, a teacher on standby that can speak the learners’ 

language or multiple languages and explain to them and also have books 

in the library that can help learners with reading). 

T2: Ja ek wil ook sê, ek het probeer om die leerders te help, dan verduidelik 

ek maar in Engels. Ek dink ook dat ek kon meer aandag aan die les se inhoud 

gegee het maar ek wou hê leerders moet die aktiewiteit doen omdat hulle dit 

nie in die eerste les kon doen nie. Ons het nog ‘n lang pad om te gaan want 

die Xhosa kinders sukkel regtig. (Yes, I want to say, I tried to help the 

learners that I would rather explain in English. I think I could have paid 

more attention to the content but I wanted them to do the activity 

because they could not do the activity in the first lesson. We still have a 

long way to go because our Xhosa learners really struggle). 

The analysis of the findings indicates that teachers acknowledged that isiXhosa learners need 

some form of assistance to bridge the language gap. Even though teachers mentioned the 

intervention lesson was different from the regular lesson, they acknowledged that there is much 

that needs to be done. As mentioned by Teacher 1, dictionaries would be of great help but 
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unfortunately, the school does not have sufficient dictionaries nor do the learners have 

dictionaries for their personal use. As mentioned earlier learners come from poor socio-

economic backgrounds and this impacts their parents’ ability to provide them with additional 

resources such as dictionaries.  

In addition, Teacher 2 is of the opinion that she tried to help the learners by using English as an 

alternative but clearly the schooling system has a long way to go to assist struggling learners. 

The teacher is only capable of assisting learners in English but could use peer learning as a 

resource to enhance the meaning making of multilingual learners. It appears that the teachers 

think that they are the only capable people to assist the learners without exploring learners’ 

language strengths. There is a contradiction between the subject (teacher’s choice of using 

English as only alternative language), division of labour (allowing learners to use their home 

language as a resource) and the object (learners' meaning making).  

As mentioned earlier Teacher 2 is a novice and may lack knowledge and experience in this 

regard. However, there is a perception that the teacher is CAPS trained and should know that 

CAPS advocates a learner-centred approach and the teacher should acknowledge learners come 

to class with their strengths. It is perceived that the teacher should know the importance of 

tapping into learners’ existing knowledge and language resources and building on their 

knowledge with new knowledge. There is a contradiction between the subject (Teachers chosen 

transmission instruction) and the rules (learner-centred approach envisaged by CAPS). 

I asked the teachers if they had anything to add and they said no.  I asked learners to give their 

views on Q3 and they responded: 

LG1: Alles het reg gewerk by die tweede les. (Everything went well in the 

second lesson). 

LG11: Dit sal lekker wees as die skool ‘n Xhosa opvoeder het wat vir ons die 

swaar woorde kan verduidelik en die werk wat ons nie verstaan nie. (It would 

be nice if we can have a Xhosa teacher at school to explain to us 

complicated words that we don’t understand). 

Researcher: Wat bedoel jy met alles? (What do you mean with 

everything?). 
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LB1: Ek kon beter verstaan en die juffrou het verduidelik.  Ek kan ok my kant 

gebring het toe ons die aktiwitiet gedoen het. (I could understand better 

and the teacher explained the work. I could contribute to the group 

activity.) 

I asked again if there were learners that wanted to add and the following learners mentioned the 

following: 

LB1: Die juffrou moet stadiger praat. Soms weet ons nie wat ons moet doen 

nie en soms verstaan ons die werk nie want die juffrou gaan te vining aan met 

die werk. (The teacher must speak slower. Sometimes we don’t know 

what to do and sometimes we don’t understand the work because the 

teacher moves to fast). 

LG5: Die skool moet vir almal woordeboeke gee sodat ons die woorde kan 

kyk wat ons nie verstaan nie. (The school should give all of us a dictionary 

to search for words we don’t understand). 

LG6: Die vrae moet drie tale het. (The questions should be in three 

languages). 

Learners mentioned the issue of a Xhosa teacher needed at school, availability of dictionaries 

and multilingual questions in a task as things that did not work so well. LB1 added that the pace 

of the teacher was challenging for the learners because they struggled to understand the work 

and find themselves not knowing what to do. The pace of the teacher could be linked to the 

pacesetters given by the Department of Education to ensure the curriculum is completed as per 

the guidelines and time frames of CAPS. It could also be that the teacher needs to have a paper 

trail to show the work is covered and can be verified in the learners’ books.  

There is a contradiction between the subject (teachers’ unrealistic teaching pace given the 

learners’ language background), division of labour (learners’ ability to keep up with the pace 

to complete tasks) and rules (the time frames and pacesetter according to CAPS that guided 

teachers what learners should know at a specific time). However, the work might show in 

learners’ books, the question remains whether learners understood the work and can execute 

what is demanded by the teachers and the curriculum. Arguably, the current curriculum assumes 

all learners are on the same level and as such demand certain activities at a given time frame 
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without considering aspects such as language barriers that often hamper the learning process of 

multilingual learners (Noormohamadi, 2008). 

7.2.4 Question 4:  What can be done differently to improve meaning making during 

lessons and activities? 

This question was asked to explore further potentials of expansive learning. T1 responded first 

to this question: 

T1: I think this is a learning curve for all of us. Time will allow us to improve 

on the strategies we tried in the intervention lesson. We still have a long way 

to go but if using learners’ languages can help them, I think we must just keep 

going. 

T2: Ek kan dalk meer fokus op die leerders en hulle taal. Ek is skepties soos 

ek gesê het, maar ek dink ek sal oor my vrees kom. Leerders moet net saam 

werk en nie hul eie goed doen nie. (I can focus more on the learners and 

their languages. I am sceptical like I said, but I will overcome my fear. 

Learners must just work together and don’t do their own thing).  

I asked if the teachers wanted to add anything, and T1 responded as follows: 

T1: The DBE need to support the language policy and provide schools with 

the necessary resources. Train educators but also amend policy for using 

alternative language use as a benefit, not a punishment. Look at assessment 

differently. Interventions like this will aid learners in getting results and will 

give them a fair opportunity in assessment. 

The above responses show that teachers were willing and open to using the strategies as part of 

their daily classroom and assessment routines. Teacher 1 highlighted that time will allow them 

to strengthen the strategies because the process is new to both teachers and learners in the 

classroom context. Her view to keep going highlighted her positive attitude as well as her 

endurance skills to see the process through to reduce the frustrations experienced by the 

learners. Teacher 2 on the other hand acknowledged that she needs a shift in her focus area and 

learners and their mother language should be explored more in the classroom and assessment 

context.  
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Throughout the research, Teacher 2 highlighted that she is sceptical about the use of the 

learners’ home language because of her experience that the isiXhosa learners often speak and 

laugh and she doesn’t know why they laugh. She saw it as a sign of disrespect because when 

she addresses the learners they do not stop. However, though she was a sceptic and her fear of 

the unknown, she was willing to shift her focus to address learner barriers but added that 

learners have to come to the party and not do their own thing. The teacher’s willingness to make 

that shift shows agency to transform the situation. The CLW, therefore, opened the space to 

identify contradictions that can be used as springboards to further develop expansive learning. 

If the teachers are willing to change their views, embrace diversity and realize their role as a 

teacher who can enable learners through exploring alternative ways to increase learner 

performances, will it reduce some of the challenges learners face? The role of the teacher is 

therefore imperative to support learners and teach them the necessary skills to cope in the 

classroom and school setting. What strongly, emerged from the findings is that teachers are of 

the view that the change model will aid learners in mainstream schools and will give them the 

opportunity for fair assessment and better results. Teacher 1 echoed that diversity needs to be 

embraced in South African schools but teachers must be willing to support learners.  

What can also be observed from the above response is that the role of all stakeholders is 

important. The issue of alternative language use on a policy level has been mentioned by 

Teacher 1. Data revealed in Phase 1, teachers feel that they cannot use alternative practices nor 

can they be creative in their own way because it is not allowed by policy. The DBE (2011a) or 

the LiEP (Department of Education, 1997) don’t explicitly mention language practices such as 

translanguaging, code-switching or code meshing as part of the curriculum that can be 

incorporated as methods the enhance learner performance. These unconventional practices are 

often immediate strategies that can assist multilingual learners to make meaning. There is a 

contradiction between the subjects (teacher willingness to try unconventional methods and rules 

(CAPS prescribes a framework for teaching, learning and assessment). 

Teachers also need to be trained in accordance with the need of the education sector, especially 

with the influx of multilingual learners in SA schools. Teacher 1 further suggested that how 

assessment is viewed should change. Usually, assessment is deemed as the determiner of 

learners’ progress (pass and fail) and impacts directly future opportunities. Revising the purpose 

of assessment and how it is conducted should thus be debated. 
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Learners responded to the same question as followed: 

LG2: Ons kan ons eie taal gebruik. Ons maats kan met mekaar praat. (We can 

use our own language. Our classmates can talk to each other). 

LB4: Woordeboeke. Die skool kan ‘n Xhosa onderwyser kry om ons te help 

(Dictionaries. The school can get a Xhosa teacher to help us). 

LG5: Vraestelle moet in drie tale soos Afrikaans, Engels and Xhosa wees. 

(Question papers must be in three languages such as Afrikaans, English 

and Xhosa). 

LB7: Woordeboeke en die biblioteek sal ook help om te Afrikaans boeke te 

kry. (Dictionaries and the library will also help to get Afrikaans books). 

LG13: Ons nodig woordeboeke om swaar woorde te verstaan. (We need 

dictionaries to help us making meaning). 

The issue of resources such as the lack of dictionaries is one of the common things the learners 

highlighted that needs to be addressed. A study that was carried out by Ngobese (2018) had its 

results showing that schools in South Africa lack resources such as ICT tools, adequate books 

and learning materials, which has negatively affected the results of the students. Another study 

also showed that schools in rural areas face the challenge of adequate learning resources such 

as ICT tools and the learners find it difficult to adapt to new methods of teaching and learning 

(Coetzee, 2019). Learners often struggle with vocabulary words in Afrikaans and literature 

concepts are even more difficult. The use of dictionaries could thus help learners understand 

the meaning of the words. However, the deeper meaning in the context of the text should be 

explained in detail by the teacher.  

It is the responsibility of the teacher to explain grey areas that the learners do not understand 

on their own, which is key in enhancing their understanding. LB7 also highlighted that 

accessing Afrikaans books in the library could also help them with Afrikaans. Creating a 

reading culture at school could surface in the communities, especially where language barriers 

are experienced. In addition, working with their classmates and speaking to each other in their 

home language is also something the learners would appreciate regularly. It seems that working 

with peers that share similar sentiments in terms of language use and language barriers gives 



 

226 

 

the learners a sense of belonging because they are drawn together by their common challenges. 

LB4 highlighted that they would like an IsiXhosa teacher at school who will be there to assist 

anytime. Given the context of the school as highlighted in Chapter One, should the school 

consider their staffing status to address the language challenges experienced by multilingual 

learners? 

7.3 Overall reflections and evaluation 

After the whole group discussion, participants also had to answer reflection questions to 

evaluate the whole process. 

7.3.1 Participants’ perceptions on the future of multilingual learners in monolingual 

findings  

Support is fundamental for the growth and development of learners. Physical or human 

resources thus play a key role to enhance students’ achievement of functioning important to 

their success (Sen, 1999).  

7.3.1.1 Participants’ views on hope for multilingual learners 

The question is, is there hope for isiXhosa learners in Afrikaans classrooms? was posed to 

teachers and learners to get their views on the future of multilingual learners in monolingual or 

bilingual classrooms. The second session assessed the future innovations that were introduced 

in teaching, learning and assessment.  Teachers responded to the question as followed: 

As daar die nodige support gegee word en leerders toegelaat word om hulle 

huistaal te gebruik om sin te maak van die werk sal hulle beter results kry. (If 

the required support is given to the learners and they are allowed to use 

their home language to make meaning of the work, they will get better 

results).  

Indien ‘n leerder nie die Afrikaans terme verstaan nie, kan onderwyser in 

Engels verduidelik. (If learners don’t understand Afrikaans, the teacher 

can explain in English). 

The analysis of the findings indicates that both teachers felt that there is hope for isiXhosa 

learners. Teacher 1 believed if learners are given the needed support and opportunity to use 
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their mother tongue to make meaning, then their results will improve. Teacher 2’s response 

again showed her preference for language without exploring the learner’s language resources. 

Teacher 1 imposed her personal choice of language or her capability of only speaking English 

on isiXhosa learners creating an unfreedom as alluded to by Sen (1999) for the learners by 

disregarding the learner’s ability to use their language resources to make meaning.  

Learners on the other hand responded to the same question as followed: 

LB4- Daar is hoop want die proses is besig om ons te help. (There is hope 

because the process is assisting us). 

LG2- Ja want Afrikaans is ‘n belangrike taal in die wêreld. (Yes, because 

Afrikaans is an important language). 

LG2- Die meerderheid Xhosa leerders verstaan nie Afrikaans nie. (Most of 

the Xhosa leaners don’t understand Afrikaans). 

LG4- Yes because it gives other students the opportunity to learn other 

languages they not used to. 

LG7- Ja daar is. Daar moet net meer boeke beskikbaar wees. Hulle moet 

gereeld lees en indien verstaan nie, om te vra. (Yes, there is. More books 

should be made available. They should read more and if they don’t 

understand then they should ask for assistance). 

LG5- Hulle word gehelp deur hulle klagtes. (They get help because of their 

complaints). 

LG6- Ek sal sê daar is nie hoop vir almal nie want som van ons verstaan net 

‘n bietjie Afrikaans. (I would say that there isn’t hope for everyone 

because not all of us understand Afrikaans). 

LB 7-Omdat hulle wil ook leer maar hulle verstaan nie dit reg nie. (Because 

they also want to learn but they don’t completely understand).  

LG8- They treat us different from our Language and the teachers like saying 

that we shouldn’t speak Xhosa, but sometimes it is easy to explain the work 

to each other. 
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LG9- Nee, almal verstaan nie so goed nie en sukkel baie. (No, not everyone 

understands and they struggle a lot). 

The analysis of the findings indicates that twelve learners responded yes to the question, six 

learners responded no and eight learners did not answer the question. One learner (LG5) 

suggested that learners were helped because they complained. Other responses from learners in 

response to the same question were that there is hope if learners: 

• Read regularly; 

• More books must be available; and 

• Ask if they did not understand. 

More responses echoed by learners were that the new process introduced to them is busy 

helping them because it gives other students the opportunity to learn other learners’ languages 

they are not used to. This means by allowing isiXhosa learners to share and interpret in their 

mother tongue exposes learners that are not speakers of isiXhosa to learn about other languages. 

Another learner (LG2) responded to the importance of Afrikaans in the word. This could be 

because they value Afrikaans because of the perception that Afrikaans can create opportunities 

for the world of work (as highlighted by learners in Chapter Four) and would try out any 

alternative, which could strengthen their Afrikaans. 

As observed in the responses, the participants agreed that the present activities improved the 

teaching and learning experiences of learners. Self-confidence and trust had increased among 

teachers and learners and this had lowered the pressure on the side of the learners. However, 

the minority learners suggested that there is no hope for isiXhosa learners because they want to 

learn but most Xhosa learners did not understand Afrikaans or they understand a little bit of 

Afrikaans, and they struggle a lot.  

It seems that learners’ prior experiences of the rules set out by the teacher influence their way 

of thinking and this could be why they feel there is no or little hope. It is also evident that 

learners are frustrated due to their lack of understanding of Afrikaans and because there were 

never really any attempts by the school or teachers to try and bridge the language gap 

experienced by these learners. All learners unanimously agreed that isiXhosa learners need 

support with meaning making. Some of the responses echoed by these learners include: 

• All learners are important; 
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• They have rights; 

• So that they can understand more, especially when they struggle with difficult words 

that they did not understand because they find Afrikaans terms to be very hard; and 

• Some words in Afrikaans they did not understand. 

What can be observed from the above responses, is that isiXhosa learners cry out for assistance 

because they struggle with Afrikaans words and terms and struggle to understand. Learners 

acknowledged that all learners are important and they have rights. Their responses echo the 

social injustice often experienced by learners because not all learners are treated the same on 

educational levels. This directly impacts learners’ opportunities for future opportunities. The 

Constitution of SA (RSA, 1996) explicitly explains learners’ rights to education and the LiEP 

(Department of Education, 1997) states learners have the right to be taught in a language of 

their choice. In reality, these rights are often contradicted by the lack of human resources and 

physical resources to accommodate learners’ rights. The lack of resources or the ability of 

people or institutions (in this case teachers and schools) to convert the resources into achievable 

functioning (Sen, 1999) or to foster agency (Engeström, 1999) are often the main causes for 

learners' underperforming. In addition, it also seems that teachers are ignorant of the LIEP. 

Language ideologies are equally important as resources because learners’ linguistic resources 

were not used. 

What stood out for me was LB4’s response:  

Daar is hoop want die proses is besig om ons te help. (There is hope because 

the process is assisting us). 

The fact that the learner felt that there is hope shows ongoing conversation through CLW is 

indeed a game changer. The school and teachers play a pivotal role in the learning process of 

multilingual learners, especially because as indicated by learners in Phase 1 their parents cannot 

support them due to a lack of understanding of the language of LoLT. It creates frustration and 

fear of failure among these learners. As such, drastic intervention is needed at school since 

schools are the drivers of the aims of the curriculum. They are ultimately at the forefront of 

producing active economic citizens who can contribute to the growth and development of the 

country.  
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7.3.1.2 Participants' views on the need for support for multilingual learners 

The question: do you think there is a need to support isiXhosa learners? This question was 

important to ask to foreground this study for future expansive learning. Teachers responded to 

this question as follows:  

T1: Ja beslis. Daar is niks fout met leerders se intellectual ability nie. Hulle 

word benadeel deur hulle onvermoë om taal te verstaan en begrip te toon. 

(Yes definitely. There is nothing wrong with their intellectual abilities. 

They are disadvantaged because of the inability to understand and 

comprehend). 

T2: Hulle word nie geonderig in hul huistaal of eerste taal nie. (They are not 

taught in their home language or first language). 

Both teachers agreed that isiXhosa learners need support with meaning making, especially in 

Afrikaans classes. Teacher 1 was of the view that there is nothing wrong with the learners’ 

intellectual abilities but rather that they are disadvantaged due to their inability to understand 

and comprehend the work. Teacher 2 was of the view that isiXhosa learners need support 

because they are taught in a language that is not their home language.  

What can be concluded from these statements, is that learners will be able to achieve 

functioning if they have the right support and if the opportunity is created to foster agency. In 

this case, using learners’ home language as resources (multilingualism) to interpret and make 

meaning will stimulate learners’ intellectual abilities and increase their chances to perform 

better.  

Learners on the other hand responded to the same question as follows:  

L8- We do need help because sometimes the Afrikaans terms can be very 

hard. 

LB1- Alle leerders is belangrik. (All learners are important). 

LB4- Want veral wanneer dit kom by take dan kan die leerders nie help vra 

by die huis nie want die ouers verstaan nie.(Especially when it comes to 



 

231 

 

assignments then learners can’t ask for help at home because parents 

don’t understand). 

LG6 Ja, want somtyds verstaan ons nie die moeilike woorde van Afrikaans 

nie. (Yes, because sometimes we don’t understand the difficult Afrikaans 

words). 

LB7- Omdat hulle het ook regte. (Because they also have rights). 

LG7- Daar is sekere woorde in Afrikaans wat ons nie eintlik ken. (There are 

certain Afrikaans words that we don’t know). 

LB8- Dit sal baie help waar ons so vas hak of nie verstaan nie. (It will help 

where we struggle or don’t understand). 

LG9- Ja sodat hulle meer verstaan. (Yes, so that they can understand 

better). 

The analysis of the findings indicates that learners see a need for support for multilingual 

learners. The comment of LB1 illustrated that all learners should be treated the same because 

they are all important. South Africa’s Constitution of 1996 advocates for equality, especially in 

terms of opportunities at school level. However the vision of the Constitution seems to be a far-

fetched goal, especially for multilingual learners in mainstream schools. Furthermore, LB7 

indicated that they have rights. His response illustrates that he is aware of the rights stipulated 

in the Constitution, especially in terms of language choice in schools. However, the availability 

of resources (that is, speakers of indigenous languages in school) is often one of the reasons 

why the rights of equal opportunities at school level are a challenge. 

Furthermore, the common reasons for the need for assistance were that learners did not 

understand Afrikaans words (LG9 and LG6) and they need assistance with words they did not 

know and understand (LG7 and LB8). Another reason highlighted by LB4 is the issue of 

assignments and parents not being able to assist them. This confirms data obtained in Chapter 

Four where parents indicated that they do not understand Afrikaans and some of them cannot 

speak Afrikaans. Given this background, the need to assist multilingual learners at school level 

especially becomes a need to create a space where all learners are treated as important as 
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highlighted by LB1 above, as well as ensuring that learners’ rights to equal education are 

adhered to as per the Constitution of SA (RSA, 1996).  

7.3.1.3 Participants view the need to have an isiXhosa teacher at school 

The question: is there a need to have an isiXhosa teacher at school to assist learners with 

meaning making was posed to participants. This question was important to ask to establish the 

need for a teacher and at the same time use the findings to make recommendations to the school 

and its SGB in terms of their staffing at school. 

T1: Dit sal leerders help en ondersteun om meaning making in Afrikaans te 

beleef. (It will help and support learners with meaning making in 

Afrikaans). It will be scaffolding to the learners. Learners can only 

benefit with an IsiXhosa teacher).  

T2: Daar is verskeie skole, elkeen bied onderig in hul eie taal aan. (There are 

different schools, each offer teaching in their own language). 

The analysis of the findings indicates that one teacher sees the need to have an isiXhosa based 

at school to support isiXhosa learners. Teacher 1’s response highlighted that the assistance of 

an isiXhosa teacher could be more beneficial because of her inability to speak isiXhosa. She 

further viewed the employment of an isiXhosa teacher as scaffolding to the learners. However, 

she can try other avenues such as using learners’ home language as a resource for meaning 

making, would learners benefit more from a hands-on isiXhosa teacher? However, Teacher 2 

differed which means that there are different schools and each school offers their language.  

The response of Teacher 2 could mean that she would prefer learners to go to schools that offer 

their home language. It would mean less stress and effort for the teacher to find inclusive ways 

to assist multilingual learners with meaning making. This is, however, a misconception because 

no school in SA offer African languages as HL after Grade 3.  There is a contradiction within 

the teacher in terms of accepting the other because of her belief that because schools are offering 

the language of the learners, an isiXhosa teacher is not needed. There is also a contradiction 

between the subject and the rules (that is the LiEP policy that makes provision for learners to 

attend a school of their choice and be taught in a language of their choice and what is offered 

and supported by national and provincial depts; knowledge of the policy and what is in the 

policy).  
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Even though the teacher agrees that isiXhosa learners need support she prefers to see those 

learners in other schools accommodating them with their language. Thus, the teacher is creating 

unfreedoms for the learners due to her personal preference and seems to be unaware of the 

implications of neglecting her role, which involves transforming existing resources into learner 

outcomes (Munje and Maarman, 2018). It could be that the teacher lacks the necessary 

capabilities to use learners’ existing language resources, which is isiXhosa in learner outcomes, 

which is to enhance meaning making since she is a novice teacher or that she chooses English 

as the alternative. 

Learners on the other hand responded to the same question as followed: 

LB1-Ons die onderwyser beter verstaan. (That we understand the teacher 

better). 

LB6- So that we can understand better and know the difference. 

LB7- Som van ons verstaan isiXhosa beter. (Some of us understand 

isiXhosa better). 

LG2- Omdat ander leerders verstaan nie die werk wat in Afrikaans gegee 

word nie. (Because other learners don’t understand the Afrikaans work). 

LG5- Sommige tye verduidelik opvoeders in beide Afrikaans en Engels maar 

ek verstaan nogsteeds nie. (Sometime teachers explain in Afrikaans and 

English and the I still don’t understand). 

LG6- Daar moet meer as een Xhosa opvoeder wees. (There should be more 

than 1 Xhosa teacher). 

LG7- Dit kanons help en dan sal daar iemand is wat vir ons in ons moedertaal 

kan verduidelik. (It will help is especially if there is someone that can teach 

us in our mother tongue). 

LG8- So they can explain the work we don’t understand in the classroom. 

The analysis of the findings indicates that most of the learners indicated that they want an 

isiXhosa teacher at school to assist them. Even though, one learner (LG4) feels that an isiXhosa 
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teacher is not needed because it is an Afrikaans school and learners did not come to learn Xhosa 

is it evident that there is a need for drastic intervention.  

LG4- Want die skool is Afrikaans so die leerders het gekom om Afrikaans te 

leer nie isiXhosa nie. (Because it is an Afrikaans school, learners came to 

the school to learn Afrikaans and not isiXhosa). 

Thus, learners’ views can be linked to the ideology of Afrikaans as well as the perception as 

echoed in Chapter Four about the future opportunities, they think the language creates. 

However, learners in favour of an isiXhosa teacher as a resource highlighted that they would 

understand the isiXhosa teachers better and they would have someone that can help them and 

explain in their mother tongue. Learners acknowledged that their current teachers attempt to 

explain in Afrikaans and English as echoed by LG5 in the above responses but learners mean 

they still did not understand. Another learner added that there can be more than one Xhosa 

educator. Their responses highlight the gap in staffing at the school because the number of 

isiXhosa learners indicates that there is a need for isiXhosa teachers at the school. Even though 

the school seems to be an Afrikaans school where the majority of the classes are Afrikaans’ 

home language except for one English class per grade as explained in Chapter Four, most of 

the learners enrolled in Afrikaans Home Language classes are not mother-tongue speakers at 

the school. This shows that the schools SGB and SMT need to revise their school improvement 

plan to suit the needs of the learners. The school has been classified as an underperforming 

school for the years 2019 and 2020 because its matric results dropped below the 50% mark. 

This is evidence that serious intervention is needed and the intervention model could just be the 

answer the school is looking for. 

7.3.2 Participants view non-transformational practices in the classroom and assessment 

The role of the teacher is important to execute the change model. Participants highlight their 

views on whether enough was done in the classroom and during assessment tasks to support 

multilingual learners. 

7.3.2.1 Participants' view on if enough was done to support multilingual learners 

Teachers responded to the question of enough was done to help learners with the meaning 

making process as follows: 
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T1: As gevolg van die groot klasse vat dit soms tyd om huistaal van Xhosa 

leerders te akkomodeer. Ander leerders voel dit benadeel hulle wat slegs 

Afrikaans praat. Periodes is nie so lank nie. Onderwysers probeer hul beste 

om te veseker dat leerders ten minste verstaan. Ondwerwysers verduidelik 

soms in Engels vir die leerders om te help verstaan. (It takes some time to 

accommodate Xhosa learners because of the big classes. Other learners 

that speak Afrikaans only feel they are disadvantaged. Periods are not 

that long. Teachers try their best to ensure that learners understand. 

Teachers explain sometimes in English to the learners to help them 

understand). 

T2: Ek het verduidelik in Engels indien hulle nie verstaan het nie. Ek het ook 

gevra dat die isiXhosa leerders wat wel verstaan, die ander sal verduidelik in 

isiXhosa. (I explained in English if learners did not understand. I also 

asked that the isiXhosa learners that understand explain to the others). 

The above responses illustrate that teachers share different sentiments regarding the efforts to 

help isiXhosa learners to make meaning. Teacher 1 highlighted big classes, more time needed 

to accommodate the home language of isiXhosa learners, shorter periods and Afrikaans-only 

speaking learners placed at a disadvantage as some of the reasons why she feels not enough 

was done. However, she shared similar sentiments with Teacher 2 with regards to trying their 

best to help learners understand even if they have to explain in English so the learners 

understand.  

Teacher 2 also highlighted that she asked isiXhosa learners that understood the instructions to 

interpret and explain to the others in isiXhosa. Multilingualism, specifically translingual 

instances thus occurred and was observed by the interventionist researcher. The challenges 

highlighted by Teacher 1 could be addressed if all stakeholders at school are willing to 

accommodate translingual practices to enhance meaning making and at the same time transform 

learners’ existing language resources into learner performance. 

More challenges highlighted by teachers, was the lack of reading on the side of the learners as 

most of the learners are only exposed to reading at school. Furthermore, lack of reading results 

in their vocabulary not being expanded and some of the learners’ sentence constructions, 

especially when they speak are very poor as echoed by Teacher 2. 
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T1: Lees is ‘n groot problem want leerders word soms net by die skool 

bloodgestel aan lees. (Reading is a big problem because learners are only 

exposed to reading at school). 

T2: Hulle woordeskat is nie so breed nie, sinskonstruksie wanneer hulle praat 

is swak. (Their vocabulary is limited, sentence construction when they 

speak is poorly). 

In addition, the school does have an active library because the library is currently used as a 

classroom.  

T1: Die biblioteek word as klaskamer gebruik. Leerders word nie toegelaat 

om biblioteek vir lees te gebruik nie. Die skool kan lees periode twee keer 

per week het sodat biblioteek aktief kan wees. (The library is used as a 

classroom. Learners are not allowed to use the library to read. The 

school can have a reading period twice a week so that it can be effective). 

T2: Die skool kan dit beskikbaar maak vir leerders. Leerders kan dan lees 

sowel as navorsing doen. (The school can make it available for the 

learners. Learners can then read and do research). 

Lack of exposure to reading at home and school, limit learners to expand their vocabulary and 

improve their sentence construction. Both teachers, therefore, see the need for the library to be 

active because it helps learners with reading and research. The inactive library may cause 

unfreedoms for the learners because they cannot access much-needed resources to assist with 

the language gap isiXhosa learners have. This also contradicts the aims of the CAPS that state 

it wants to redress injustices of the past, yet more than twenty years into a democracy, we still 

have a school that lacks primary resources such as books or other forms of reading material, 

which should be at the learner’s disposal. Another issue highlighted was the lack of dictionaries 

at the school. The school does not have dictionaries to furnish all learners with dictionaries and 

unfortunately, parents are not able to buy their children due to their socio-economic 

circumstances as echoed by Teacher 1. Consequently, Teacher 2 highlighted the importance of 

a dictionary, especially for learners that are not speakers of the LoLT because she reckons if 

learners understand the meaning of the words, they will be able to understand the sentences and 

the instructions. 
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Learners responded to the same question as followed:  

LB4- Want ek kon verstaan. (Because I could understand). 

LB1- Die opvoeder het die less ook in Engels afgelê. (The teacher also 

taught the lesson in English). 

LG2- Die opvoeder het die les ook in Engels afgelê en meer inligting 

afgelewer oor die les. (The teacher taught the lesson in English and gave 

more information about the lesson). 

LG4- Die opvoeder het die les ook in Engels afgelê, daarna was meer kennis 

oorgedra. (The teacher also taught the lesson in English then more 

knowledge was transferred). 

LG7- Ja hulle het ‘n leerder gevra om dit vir my te verduidelik in Xhosa. 

(Yes, they asked a learner to explain to me in Xhosa). 

LG8- The teacher was very friendly and made everything easy and 

understandable. 

The analysis of the findings indicates that the majority of the learners indicated that they think 

enough was done to support multilingual learners. Learners felt that the teacher was friendly, 

and she tried to make them understand as echoed by LG8.  Learners such as LG2, LB1 and LG4 

indicated that the teacher explained in English in an alternative way. LG 7 indicated that the 

teacher allowed another learner to explain in isiXhosa. Though the teacher could only use 

English as an alternative to explain to the learners, it is evident that she used the learners’ home 

language as a resource to assist learners through collaborative learning. At least 9% of the 

learners indicated that not enough was done because they needed more time, they needed a 

dictionary or when they didn’t understand the teacher didn’t explain to them. 

LB2- Ek makeer nog tyd. (I need more time). 

LB3- As daar meer tyd is, sal ek verstaan. (If there is more time, than I 

would understand). 
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LG3- Baie keer nodig ons woordeboeke en daar is nie genoeg vir almal in die 

klas nie. (Most of the time we need dictionaries but there is not enough 

for everyone in class). 

LG6- Nee, want as ons iets vra wat ons nie verstaan nie dan verduidelik die 

onderwyser nie vir ons nie. (No, because if we ask something and we don’t 

understand, then the teacher don’t explain to us). 

It could be that more time is needed to explore the intervention model. The more exposure both 

teachers and learners get from this experience could result in learners changing their viewpoints. 

The responses of the participants can be used as springboards for change.  

Furthermore, participants were asked to respond to the question: do you think examinations 

should be written in learners’ home language? This question was important to establish to what 

extent the use of learners’ home language is needed in the classroom and assessment. 

Both agreed learners should not be allowed to write in their home language. Their views are 

below: 

T1: Nee, leerders kan soms net die moedertaal praat maar dit nie lees of skryf 

nie. Hulle benodig net ondersteuning. (No, learners can sometimes speak 

their mother tongue but cannot write. They need assistance).  

T2: Nee, Dit is ‘n Afrikaans medium skool. (No, it is an Afrikaans-medium 

school). 

The reason for this is echoed by Teacher 1 is that some of the learners can only speak isiXhosa 

and read or write in the language. She suggested that isiXhosa should be used as a means of 

support. However, Teacher 2 was of the opinion that it is an Afrikaans medium school so exams 

of such a nature should not be allowed. Both teachers believed that the proposed and 

implemented multilingualism could be beneficial to assist isiXhosa learners. They explained 

that due to the multilingual model learners could understand better, they were more 

comfortable, and they participated well during the lesson. The learning environment changed, 

it was livelier, and learners asked questions. Both teachers thus saw it beneficial for the 

multilingualism model to be used and incorporated daily as it could better their results and that 
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of the school as echoed by Teacher 1 as well as help them understand better and at the same 

time progress in their work as echoed by Teacher 2.  

There were mixed responses from learners in relation to this question. One group of learners 

indicated the following: 

LG2- Omdat al die leerders verstaan nie die vrae in ander tale nie. (Because 

all learners don’t understand the questions in other languages). 

LG5- Sodra een en elke leerder kan verstaan wat aangaan in die eksamen. (As 

soon as every learner can understand what is expected in the exam). 

LG7- Dat die leerders kan verstaan wat aangaan (So the learners can 

understand what is going on). 

LB7- Some of the learners don’t understand Afrikaans properly. 

LG8- To help us. 

On the other hand, the other half responded no to the question they would prefer the exam be 

written in their mother tongue.  One learner did not answer and the other one said yes and no. 

1 did not answer 

1 yes and no 

LG1- Ja sodat die kinders die eksamen verstaan. (Yes, so that the learners 

can understand the examination). Nee, want dit is ‘n Afrikaans skool. (No, 

because it is an Afrikaans school). 

LG4- Maar al drie tale moet bygevoeg word, e.g., Xhosa, English, Afrikaans 

(But all three languages must be added, e.g., Xhosa, English and 

Afrikaans). 

LG3- Ek dink almal sal slaag en almal voel gemaklik in hul moedertaal. (I 

think everyone will pass and everyone is comfortable in their mother 

tongue). 
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LB2- Nee, want leerders moet meer gewoont raak met die huistaal in hul 

report. (No, learners must get used to the home language on their report). 

The analysis of the findings indicates that about half of the learners responded yes. Those 

learners who said yes suggested that it would help learners understand because learners did not 

understand the questions in another language.  In addition, one learner (LG3) suggested that 

everyone is comfortable with their home language and thinks everyone would pass if they were 

given the opportunity to be tested in their mother tongue. Those learners that said no meant that 

learners enrolled in Afrikaans classes should get used to the language reflected on their report 

cards. The response of LG1 suggested that it is an Afrikaans school so learners should be tested 

in the language of the school. However, the same learner also felt that including the learners’ 

mother tongue would help children understand the exam. 

It is evident that the learner is torn between the ideology of Afrikaans and assumes because it 

is an Afrikaans-school thing ought to be done in Afrikaans only. At the same time, the learner 

acknowledged that learners struggle in the exams, especially to understand what is demanded 

from them by the exam and need some assistance, like mother tongue elements in the question 

paper to make things clearer. 

7.3.3 The importance of reading in expanding learners’ literacy development 

Reading is very important to build knowledge, extend vocabulary, and improving sentence 

constructions and meaning making. The question: do you read regularly was posed to 

participants to establish the reading habits of the learners. 

Teachers responded to this question as followed: 

T1: Lees is ‘n groot problem want leerders word soms net by die skool 

bloodgestel aan lees. (Reading is a big problem because learners are only 

exposed to reading at school). 

T2: Hulle woordeskat is nie so breed nie, sinskonstruksie wanneer hulle praat 

is swak. (Their vocabulary is very limited and their sentence construction 

when they talk is very poor). 

To add, both teachers indicated that schools do not have an active library and feel the school 

should have a library so that learners can read and do research.  
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T1: Die biblioteek word as klaskamer gebruik. Leerders word nie toegelaat 

om biblioteek vir lees te gebruik nie. (The library is used a classroom. 

Learners are not allowed to use the library). 

Die skool kan lees periode twee keer per week het sodat biblioteek aktief kan 

wees. (The school can have a reading period two times per week that the 

library can be active). 

T2: Die skool kan dit beskikbaar maak vir leerders. Leerders kan dan lees 

sowel as navorsing doen. (The school can make the library available to 

learners. Learners can read as well as do research). 

The analysis of the findings indicates that according to the teachers, learners are only exposed 

to reading at school and see this as a big problem. What can be observed from the responses of 

the teachers is that the lack of reading and the lack of exposure to reading at home at school, 

are adding to the meaning making challenges of the learners. Reading is a core element in the 

building of vocabulary as well as sentence construction. As such, lack of exposure to sufficient 

reading resources further increases the gap in meaning making on the side of the learners. The 

need to have an active library at school to enhance meaning making echoes the transformative 

agency on the side of the school and the teacher who serves a community of learners in need of 

improving meaning making and literacy skills. 

Learners responded to the same question as followed:  

LB1- Ja, dit help my op die vak te verstaan. (Yes, it helps me understand 

the subject). 

LB6- Om meer kennis te dra van lees. (To learn more about reading). 

LG3- Om my Afrikaans en leesvaardigheid te verbeter. (To improve my 

Afrikaans reading skills). 

LG6- To improve the language better and to just improve my accent on that 

specific language. 

LG8-It helps a lot. 
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Six of the learners did not answer the question. However, the learners that answered no, 

indicated that they either did not like reading or they did not understand what they are reading.  

LB7- Omdat van die leerders verstaan dit nie lekker nie. (Because the 

learners don’t understand). 

LG4- Dit is nie ‘n voorreg nie. (It is not a privilege). 

LG6- No, I don’t like reading. 

What was mind-blowing was the response of LG4. Learners’ circumstances often impact 

achieving functioning, which is important to them. As mentioned earlier most of the learners at 

the research site come from informal settlements and do not have access to a library in their 

area. They are also not privileged enough to have parents reading to them. Thus, one can assume 

that the lack of exposure to a conducive reading environment can hamper learners’ 

performance.  

To add, learners at school also have a challenge in terms of an inactive library. The majority of 

the learners emphasized that the school has a library but it is used for a classroom.  

LG1- By ons skool is daar nie ‘n biblioteek nie en ons nodig dit sodat on 

Afrikaans boeke kan lees om meer te verstaan en nuwe woorde te ken. (At 

our school there no library and we need one so that we read Afrikaans 

books to understand more and to learn more words). 

LG7- Hulle doen nie eers moeite nie. (They don’t make any effort). 

LG5- Nee, want daar waar die biblioteek gewees het, is ‘n klaskamer. (No, 

because there was a classroom where the library was). 

LG9- Dit is nie aktief nie. (It is not active). 

LG10- Dit gee nie lus om te gaan lees en daar is nie lekker boeke nie.(It don’t 

give you reason to read because there is no nice books). 

 

What emerged in the analysis of the findings is that the majority of the learners stated that they 

read regularly, especially to improve their reading skills. Learners highlighted that they need a 

library so that they can read Afrikaans books to increase understanding and learn new words. 
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They further mentioned that the school doesn’t do anything to ensure that the library is active. 

This can be viewed as double jeopardy because learners are limited at home in terms of a library 

and at school where they are supposed to be exposed to various reading materials that are also 

not available to them. This adds to the burden that these learners already carry through their 

language barrier.  

7.4 Participants’ overall view of the helpfulness of model 

The question did you find the intervention model helpful was posed to the learners. This 

question was asked to establish the model and be explored further to enhance the meaning 

making of multilingual learners. 

Teachers responded to the question as follows: 

T1: In les 1 het leerders gesukkel om te verstaan sommige konsepte en die 

onderwyser het probeer help met ondersteuning in Engels. Leerders het 

onderlangs mekaar probeer verduidelik in Xhosa. Aktiwiteite was nie 

heeltemal voltooi nie. In les 2 het dit beter gegaan en leerders was gemalik 

met ondersteuning en kon vinniger aktiwiteite voltooi. (In lesson 1 learners 

struggled to understand certain concepts and the teacher tried to help 

through support in English. Learners explained softly to each other in 

isiXhosa. Activities was not fully completed). Lesson 2 was much better, 

and learners were comfortable with the support and could complete 

activities quicker. 

T2:  Les1 het gehandel oor verduideliking, tyd was baie min. (Lesson 1 gave 

explanations, time was very limited). Les2:  Al die aktiwiteite was voltooi. 

(Lesson 2, all activities were completed). 

The analysis of the findings indicates that the teacher found the intervention model to be helpful. 

What emerged from the data is that both teachers highlighted that learners could not complete 

the activities in lesson one due to learners struggling and there was not having enough time. 

Teacher 1 explained that she tried to support learners in English. Although teachers attempted 

to explain in English in lesson 1, there was no evidence of translingual practices facilitated by 

the teachers. Learners in their capacity tried to make sense of the work by explaining to each 

other so the teacher can’t hear. This can be attributed to teachers said/ unsaid rules about using 
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a language other than Afrikaans. However, due to conversations and reflective practices by 

teachers and learners during the CLW, they shared experiences and initiated change through 

alternative practices. Thus, the teachers explained that lesson 2 was much better. Learners could 

complete the activities due to the support given and the implementation of the change model. 

The teacher’s opinion regarding isiXhosa therefore changed and as echoed by Teacher 1: 

Dit het my laat besef dat die isiXhosa taal belangrik is vir die leerders om 

Afrikaans te verstaan. Ek dink daaraan om ook te begin Xhosa leer dan sal ek 

in die toekoms leerders kan help wat sukkel met Afrikaans. (It made me 

realise that the isiXhosa language is important to help learners 

understand Afrikaans. I am thinking of starting to start learning 

isiXhosa then I will be able to help learners who struggle with Afrikaans 

in the future). 

What is evident in the responses of the teachers is that they experienced a difference, especially 

in the intervention lessons. The whole process allowed teachers to reflect and think about how 

language impacts multilingual learners as well as the importance of meaning making. Thus, 

teachers acknowledged they must start learning other languages to enable them to assist learners 

in multilingual classes. 

Learners responded to the same question as followed: 

LB4- Ons kon met mekaar gepraat het. (We could talk to each other). 

LB8- Dit sal hulpsaam wees dan is daar ‘n taal wat ook gaan maak laat jy 

verstaan. (It will be helpful because there would be another language that 

would help you understand). 

LG9- Dit het my meer laat verstaan. (It made me understand more). 

LG8-Baie woorde wat ons nie verstaan nie was verduidelik. (The words we 

did not understand, were explained). 

LG5- Nou voel ek nie skaam om iets te vra as ek nie die goed verstaan nie. (I 

don’t feel shy anymore to ask when I don’t understand things). 

LG6- Yes because we can understand better and communicate. 
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The analysis of the findings indicates that most of the learners said they found the intervention 

model to be helpful. They highlighted that they could speak to one another, and it helped them 

understand more. A lot of words that they did not understand were explained to them and they 

could communicate better. What stood out was the response of LG5 who alluded that she no 

longer feels shy to ask if she doesn’t understand. This is clear that acknowledging learners’ 

language resources they bring to the class gives them a sense of belonging. It gives them hope 

to strive for better. Creating opportunities for learners to be themselves can be beneficial for 

the learners’ output. LG5’s response also suggests that the intervention model reaches that 

learner that usually struggles and suffers in silence because they are shy to voice their 

frustrations and their struggles in the classroom. This study, therefore, was hoping to bring forth 

the frustrations of those learners who suffer in silence by giving them a voice.  

Learners further indicated that they would like the continuation of the model and echoes their 

views below: 

LGB- Dit sal baie help. (It will help a lot). 

LB7- It will be much better for some of us learners to understand better. 

LG2- Dit help isiXhosa leerders beter verstaan. (It helps isiXhosa learners 

understand better). 

LG3- Ons sal nooit weer sukkel om woorde te verstaan nie. (We will never 

struggle to understand words). 

LG4- Dit is hoe die Xhosa kinders verstaan. (It is how Xhosa learners 

understand). 

LG5- Dis baie hulpsaam. (It was very helpful). 

LG6- Ewe ngoba iyasinceda kwama gama anzima. (Yes, it has been useful 

for words who is difficult to remember or to understand meanings). 

LG7- Dit sal ons help indien ons vas hak. (It will help us when we struggle). 

LG10-Dit sal ons as Xhosa leerders baie beteken. (It would mean a lot to us 

as Xhosa learners). 
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All learners unanimously responded yes to the question would they prefer the multilingualism 

model to be implemented daily. They reckon it would be of great help, especially when they 

struggle. They added that it would help isiXhosa learners understand better and suggested that 

they would never struggle to understand words as echoed by LG3. What’s more, LG6 explained 

her opinion in isiXhosa and highlighted the benefit of the model as follow: 

LG6- Ewe ngoba iyasinceda kwama gama anzima. (Yes, it has been useful 

for words that are difficult to remember or to understand meanings). 

What can be seen from these unanimous responses is that there is a cry out to acknowledge 

learners’ language diversities and it is high time that drastic measures are taken to assist learners 

with the necessary resources to ensure that all learners receive quality education and equal 

opportunities to meet their desired outcomes. It is a social justice imperative to create equal 

opportunities for all learners. As mentioned in Chapter Two, massive movement accelerated in 

the past 10 years and South Africa became the landing spot for many immigrants from 

neighbouring countries (Makalela, 2017). As such, all stakeholders (be it Policymakers, DBE, 

SGBs, and Teachers) involved should cater for the influx of multilingual learners as it is 

becoming a norm in South African public schools. It is the responsibility of all governmental 

entities to communicate and provide the necessary training and resources to schools directly 

impacted by the influx of multilingual learners.  

Without equipping schools and teachers to efficiently deal with the multilingual context in 

schools, is like sending troops to a battlefield with no equipment. Given South Africa’s racial 

background, the context of schools must be prioritised. This means that policy and the reality 

of the classrooms are aligned to suit the needs of the learners. How schools operate, how 

teachers teach, how learners are tested and the reasons why we test should be revised to create 

a level field for all learners, irrespective of their language abilities.  

This study agrees with Antia (2018) who claims that learners are often tested if they are mother-

tongue speakers of the examination language and is overlooked as a core determiner that curbs 

learners’ future opportunities because they fail hopelessly. Without acknowledging that 

language plays a fundamental role in learners’ ability to make meaning and understand the 

demands of the examination papers, the aim to mend past social injustices will only be an 

unrealized dream.  
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If we fail to acknowledge that language is still used as a means of oppression after twenty-five 

years in a democracy, we are nowhere near a democracy. Pre- 1994 SA had the Bantu Education 

saga, which led to the Soweto uprising in 1976 because students rebelled against the Afrikaans 

language policy used as a political tool to dominate opportunities for blacks. Makalela (2016) 

shares a similar view and states that languages are put in ‘boxes’ as a means for political leaders 

to ensure national sovereignty. Yet today after so many years in a democracy it seems that we 

still silently use language as a tool to disadvantage learners. It is arguable if we stand by and do 

nothing to change the circumstances of those (the learners) oppressed by language structures, 

we are just as guilty as those who openly disregarded indigenous languages by forcing a foreign 

language such as Afrikaans on those seeking better opportunities for themselves. 

7.5 Overall reflections and CHAT 

By successfully implementing the intervention model the learners could improve their 

understanding of the relevant subject (Afrikaans HL). The was a shift in the overall talk of 

teachers and learners from negative talk to more optimistic talks about the future of multilingual 

learners in Afrikaans Home Language classes for the duration of the Change Laboratory 

sessions and their follow-up meetings. The discussion also revealed that there had been a shift 

in the way the learners perceive teachers’ attitudes. In addition, teachers revealed a shift in the 

learner’s participation. Ultimately the discussion revealed that there had been a shift in how 

teachers perceive isiXhosa as a language and the importance of the language.  

The interconnectedness between learners’ perceptions of the future of multilingual learners, and 

non-transformational practices in teaching, learning and assessment can never be separated 

from the provisions of the CHAT.  The analysis thus reveals that the chosen conceptual and 

methodological framework is a practical foundation for studying the trajectories from talk to 

material actions in activities (Sanninio, 2008). Multilingual settings, even as they entail 

challenges for both learners and teachers, can also entail hybrid spaces for richer learning and 

meaning making through multiple modalities and multilingualism or the deployment of the full 

range of students’ linguistic repertoires (Jakobson and Axelsson, 2017; Martínez-Álvarez, 

2019). Salloum (2021, p.1) maintains that CHAT is a transformative approach to understanding 

human practice as a goal-oriented collective activity.  

The inseparability between the individual and society is a key to Vygotsky’s legacy. Vygotsky 

proposed the concept of social mediation, where higher mental processes develop as individuals 
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interact with others through mediating tools, instruments, and signs. Moreover, given the 

cultural-historical nature of mediating tools, documenting individual learning without 

considering the circumstances that mediate learning would fail to capture important insights 

about learning and development (Martínez-Roldán, 2015). “To study something historically 

means to study it in motion” Sannino (2018:44). Precisely this is the basic requirement of the 

dialectical method. To encompass in research, the process of development of something in all 

its phases and changes from the moment of its appearance to its death means to reveal its nature, 

to know its essence, for only in movement does the body exhibit what it is. Thus, the historical 

study of behaviour is not supplementary or auxiliary to theoretical study but is the basis of the 

latter. 

What is more, Sannino (2008) asserts that research interventions as discourse, object and 

activity-centred processes of experiencing have to face the challenge relating to historical 

analysis in the practice of inquiry. Even though (Engeström, 1993) asserts that historical 

analysis is already consolidated in the method of the Change Laboratory, the gap is that it mostly 

focuses on the history of institutions and not the practitioners’ (in this teachers) personal 

histories of their work (teaching, learning and assessment). Including both historical 

perspectives (that is institutional histories and personal histories) is paramount in discourse and 

object activity-centred intervention. In fact, it should not be difficult to discover the cultural-

historical mediation of any human experience because of intra-personal and interpersonal 

conversations. For example, the learners found the lack of multilingualism and multilingual 

strategies, the exclusion of multilingual learners and outcast treatment excruciating but as the 

result of an experiencing process, their inner motivation of the object of activity was 

transformed through a reconceptualization of the object. 

Through discussions of the object, the participants were brought to one space for CL 

deliberation. CLW was important because the participants are seen as “the core owner of the 

process despite being guided in a process aiming for change, driven by professional creativity 

and critique” (Spante, Varga and Carlsson, 2021, p.165). Before the transformation, the teachers 

and learners appeared to be distant and abstract entities who resisted changes. However, the 

teachers and learners stated that the activity in the CL had been guided by the fear of the 

unknown but opened themselves up to new possibilities. The transformation process was 

represented with the help of a collectively constructed intervention by the teachers and learners. 



 

249 

 

The learners successfully completed the intervention strategies proposed in the first Change 

Laboratory workshop. 

7.6 Conclusion 

In the case of the first CLW, did the second CLW open space where participants from different 

activity systems met to share good practices, critique poor practices, surface 

contradictions/unfreedoms, explore potential areas of growth, consolidate, reflect and evaluate 

the whole process of the study? The workshop focused on teaching and learning and assessment 

in Afrikaans Home Language classes, specifically in the context of drama literature. With 

reference to teaching and assessment practices, this workshop identified and discussed the lack 

of resources, language preference on the side of the teacher, failure, simplifying a problem for 

learners, and lack of explaining difficult terms.  

Reflecting on invisible causes, the workshop highlighted teachers’ uncertainties regarding the 

implementation of other language resources, teachers’ views regarding creativity and 

adventurous practices, established cultures, lack of content knowledge/ lack of experience in 

how to teach drama literature, low expectations of learners’ achievements, pressure to complete 

curriculum, and different cultural backgrounds from teacher and learners. These constraints 

impact the encouragement of language practices deemed unconventional at policy level and as 

a result, deny learners the opportunity to achieve functionings important to the learners so they 

can achieve the desired lifestyles they envisioned for themselves. The CLW created the space 

for multivoicedness, one of the elements of the 3rd Generation as illustrated by Engeström 

(1999). This platform (the CLW) initiated conversations where learners could share their 

experiences and negotiate alternatives with their teachers in the quest for meaning making in 

Afrikaans Home Language classrooms. Notably, the teachers’ positivity regarding the learner’s 

abilities gained momentum during the CLW and the practical implementation of the 

reconceptualized activity.  
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CHAPTER EIGHT 

CONCLUSIONS AND RECOMMENDATIONS 

8.1 Introduction 

The primary question driving the research is to what extent should multilingualism be used in 

assessment for learning in multilingual Grade 10 Afrikaans Home Language classes.  

Embarking on this empirical journey to answer the research question, exposed me to data that 

shaped my understanding of the day-to-day challenges of teachers and learners in a multilingual 

context. I also gained a deeper understanding of the underperformance problem of multilingual 

learners and at the same time allowed introspection into my personal, academic and professional 

self. Furthermore, this chapter presents an overview of how the research journey unfolds, 

combining the integrated literature with the empirical fieldwork and the theoretical framework 

used in the study to shape both my and others’ understanding of the context of multilingual 

learners in teaching, learning and assessment. The formative intervention study in a Cape Town 

high school constituted the empirical case. 

8.2 Main Findings/Conclusions 

The findings in this study could assist teachers to implement strategies to enhance meaning 

making for multilingual learners. It could further serve as a recommendation for policymakers 

and education departments to ensure quality control and quality education for all learners. 

The main findings emerging from this study relate to the four phases of the formative 

intervention and will be presented accordingly.  

As described in Chapter One, the impact of language in teaching, learning and assessment 

context is often misrepresented and misinterpreted when academic performance on the side of 

the learners is measured. In addition, the issue of resources be it human or technical, has created 

huge gaps in schools forced to accommodate multilingual learners. However, the perception 

held by the school community, departmental officials, and policymakers about the supposed 

inabilities of learners and their existing underperformance rates often disregards language 

barriers and lack of meaning making as core factors.  

The overall argument based on the findings indicates that there is a need to consider language 

intervention strategies using learners’ home language as a resource for meaning making. The 
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study showed that teachers are supportive of alternative strategies to assist multilingual learners 

but point out that policy must be transparent in terms of what is permissible in teaching, learning 

and assessment context. The main factors highlighted at the research site are:  

• Teachers are generally frustrated with isiXhosa learners enrolled at Afrikaans schools; 

• Teachers in government schools have limited to no skills to handle the pressure of 

accelerating numbers of multilingual learners; 

• The general lack of support from the education department and school management 

teams leads to the development of negative attitudes by teachers because of the 

infrequent acknowledgement of language as a key role player in underperformance 

rates; 

• Lack of support by teachers develops negative attitudes among learners; 

• Parent's inability to speak Afrikaans and to assist their children also develop negative 

attitudes by both learners and teachers; and 

• Unclear guidelines in policy regarding what is permissible to do in teaching multilingual 

learners are also a concern for teachers. 

Multilingual societies and multilingualism are inevitable and are here to stay. If teachers and 

learners are supported at all management levels, the issue of underperformance can be 

addressed. Explicit and transparent guidelines from policyholders on what is permissible also 

need to be addressed to sufficiently support multilingual learners. 

8.2.1 Phase 1 (Situational analysis) 

In this phase, the findings emerged that there exists a gap between teachers and learners in 

Afrikaans Grade Home language classes forced to embrace diversity in a multilingual 

educational context.  Based on the formative nature of the study, this phase set the platform to 

seek meaningful ways in, which the gap could be bridged. Many contradictions and unfreedoms 

were highlighted in this phase through classroom observations, questionnaires and individual 

and focus group interviews. What is clear, is that for meaning making, one must acknowledge 

learners come to class with their own background knowledge, life experiences, culture and 

history, and they also draw from their social surroundings. What emerges strongly from the 

study is that there seems to be frustration with the use of Afrikaans as a language of LoLT 

across all participants. Furthermore, the following Capability Sets: Personal diversity, 

Freedoms and Unfreedoms, particular needs, interests and desires at a particular time were 
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initially chosen for this study. The researcher needed to revisit an additional Capability Set 

namely, Interpersonal and Intersocial variations found in the work of Sen (1992) as it was 

applicable to the emerging contradictions and unfreedoms that surfaced in this situational 

analysis. The emergence of a variation in the learner’s meaning making and performance was 

determined by using the CHAT through the expansive learning cycle and CA’s capability sets 

that identified various silent factors that interplayed varyingly to influence meaning making of 

isiXhosa learners. As mentioned, this often resulted in the dilution of the predictable impact of 

the role of the teachers, barriers created through language and the lack of available resources 

on learners’ meaning making processes. 

It is clear that accepting diversity on the side of the teachers still has a long way to go. The 

findings show that teachers are not keen to have learners in their classes that have Afrikaans as 

a second or third language, which means they can attend schools that can accommodate their 

home language. Teachers’ preference and personal choice are to teach Afrikaans only and find 

it a burden to teach those learners because they had to repeat themselves and those learners 

rarely participate. Furthermore, teachers felt limited in class due to the prescribed rules of the 

curriculum and felt they cannot take on adventurous methods to assist learners with language 

barriers. In addition, the findings revealed that learners are demotivated because they feel 

teachers do not give them the necessary support in class. As a result, learners felt helpless and 

feared they will fail. This phase specifically wanted to see if there is evidence of multilingual 

practices and found that no attempt was made by the teachers to use multilingual practices to 

enhance meaning making. 

The actions of the teachers are viewed by Sen (1992) as a serious capabilities limitation as 

teachers create unfreedoms in the classroom, which could cripple learners’ learning and at the 

same time limit their future opportunities. At the same time, Engeström (2011) views such 

actions as a contradiction but echoes that such contradictions can be used as a springboard to 

foster change. Furthermore, what also emerged in the findings is learners struggle with 

understanding the content, instructions of the activities and difficult words. This is exacerbated 

by learners’ language barriers, teacher attitudes, lack of proper strategies by teachers, lack of 

initiatives by teachers, and lack of opportunities and resources. These intensified contradictions 

and unfreedoms of multilingual learners called for expansive learning through the changing of 

mindsets to encourage qualitative transformations for both individual actions and collective 

activity (Sannino et al., 2016, p.4). 
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8.2.2 Phase 2 (Discussing contradictions and presenting solutions) 

As mentioned earlier, the rationale for CLW was to race consciousness amongst participants to 

find a common goal, which was to enhance meaning making of isiXhosa learners enrolled in 

Afrikaans Home Language classes. The CLW created a space where teachers and learners could 

voice their frustrations and experiences in the regular lesson and at the same communicate 

possible ways to reduce these frustrations. Having these conversations in a relaxed environment 

gave hope to learners especially because some of them were not impressed by the attitudes of 

the teachers prior to the CLW as shown in the findings. By openly voicing their frustrations 

teachers could reflect on their practices and envision where they are going and how they will 

get their learners there (Darling-Hammond and Bransford,2005: 386). This phase presented a 

new intervention model, which was to be implemented in phase 3 during the intervention lesson. 

Furthermore, the CLW stimulated the emergence of collective agency between teachers and 

learners.  Transformative agency was evident because: 

• Participants actively resisted and mediated through criticism, questioning and rejection;  

• They explained new possibilities and/or new potentials by reflecting on past practices; 

• They used suggestions to envision new models of the activity; and 

• Teachers and learners voiced their goals to act in specific ways such as encouraging 

active learner participation; using collaborative teaching methods, enhancing meaning 

making, and using dictionaries effectively and they take on the initiative to radically 

change things (Mbelani, 2018). 

8.2.3 Phase 3 (Application of the new intervention model) 

The findings revealed that the teacher encouraged the use of multilingualism by the learners. 

The teachers modified the heading of the lesson by using three different languages as deemed 

the official languages in the Western Cape. Learners were encouraged to use their mother 

tongue to interpret the instructions and questions and explain them to each other in their groups.  

What emerged strongly in the findings is that learners were more relaxed, they participated well 

during the lesson and activity, and they were comfortable asking the teachers. What also 

emerged strongly is that learners deemed the role that the teachers play important in class while 

teaching and while they do the activity. The teacher played an active role and facilitated the 

lesson and activity. What emerged strongly in this phase was that there was evidence of 

multilingualism throughout the activity and in the lesson. When the learners were unable to 
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understand the questions, the teacher facilitated the use of multilingualism, by asking learners 

to interpret the instructions and explain to each other in their mother tongue. What also emerged 

through the action of the teachers, was the integration of scaffolding to assist the learners.  

The findings also revealed that while the teacher facilitated the activity, she switched to the 

‘‘Kaaps’’ variety. There was a positive noise buzz that occurred during the activity and learners 

spoke freely in isiXhosa. The whole class was actively busy in the groups figuring out the 

answers to the questions. The learners were able to use their mother tongue (isiXhosa) to 

participate in the classroom activity. What was noticeable while learners engaged in the activity 

was that the teacher played an active role by facilitating the groups, checking on learners’ 

progress and explaining to learners when they asked questions. What further emerged was that 

learners seemed comfortable asking the teacher to explain if they did not understand and they 

could also verbalize their interpretations in this class without being limited by the actual 

predetermined rules set out in the classroom. The classroom environment portrayed a sense of 

togetherness, especially amongst the groups of learners, which was not evident in the regular 

lesson. Although some groups misunderstood the questions while using their home language as 

a resource for meaning making, the conditions in the classroom environment transformed. 

8.2.4 Phase 4 (Examining the intervention model) 

This phase presents the overall experience in the research journey and highlights the insights 

that emerged from the findings relating to evaluating the model. The findings reveal that the 

intervention model changed the classroom environment for learners. Learners appreciated the 

opportunity in class to communicate in their home language with their peers to make meaning. 

The findings revealed that learners were more comfortable asking questions and came out of 

their hiding places in class. They were keener to participate because of the active role the teacher 

played.  The findings also revealed that isiXhosa learners are crying out for assistance in class 

and during an assessment. Their overall experience shows that exposure to the new model 

changes how teachers behave and do things in the classroom. As LB2 highlights that the role 

of the teacher is important because he is of the opinion that without a teacher that would make 

sure that learners understand, no one would be successful.  

Consequently, the findings show that learners see teachers as an important factor in the learning 

journey and their quest for success. They also highlight the lack of resources such as an inactive 

library, lack of isiXhosa teachers at the school and learning and teaching materials such as 
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books are some of the add-on frustrations learners mentioned. It is also revealed in the findings 

that learners are dependent on schools and teachers to create opportunities and help them 

because their parents cannot assist them due to their lack of understanding of Afrikaans. Further 

what also came to light was that the intervention model gives learners hope for a better future 

as well as boosts their self-esteem. 

8.3 Findings Emanating from the Literature 

This study confirmed what Probyn (2009) stated regarding the preferred language of LoLT for 

economic purposes and the opportunities the language brings. Parents are of the view that 

learners will have better opportunities when enrolled in Afrikaans classes. To add, parents also 

express their frustrations regarding their children’s performance and meaning making of 

Afrikaans and feel the children are left behind. This confirms what (Antia, 2018) elucidates is 

that neglecting to acknowledge the role of (examination) language may be exacerbating social 

inequalities. Learning is thus a social justice issue and is recognized through policy (CAPS, 

2011), which aims to mend past injustices through policy implementation.  

This study also confirms the global views (García and Wei, 2014) and in SA classrooms of 

(Prinsloo and Krause, 2019; Guzula et al., 2016 and Probyn, 2009) who highlight that using 

multilingualism is seen as a transgression, as “illegitimate” or a “necessary evil” and entitles 

the use of home languages as “smuggling the vernacular into the classroom”. Teachers revealed 

in the study that they are limited with regards to creativity or any form of alternative strategies 

in their language classes because it is not allowed by policy according to them. Teachers’ ability 

to only translate to English and their choice to use English as the only alternative most of the 

time to assist learners confirms (Albertyn and Guzula, 2020) view that this often happens 

because of the Anglo-normative bias towards English. As illustrated in the regular lessons, 

teachers failed to recognise, celebrate and build on the resources of learners’ diversity (Albertyn 

and Guzula, 2020) and needed urgent intervention through the implementation of the 

multilingualism model. Learners often cry out for assistance and the obvious change in learners’ 

ability to perform better with the multilingualism intervention model, confirms (Vogel and 

Garcia, 2017) view that multilingualism highlights the injustice of forcing bilingual students to 

perform academically with less than half of their full linguistic repertoire. 
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8.4 Strengths and Limitations 

One of the biggest strengths of the research was that the participants (teachers and learners and 

parents were eager and willing to participate in the questionnaires, classroom observations and 

the interview process. Furthermore, another strength was the support of the school staff who 

was always willing to assist as well as the school and its SGB availing the school and (teachers 

and learners) to participate. However, the pandemic had a great impact on the day-to-day 

running of the school. It impacted the time frames the researcher set out and resulted in the data 

collection process taking longer. The fact that parents could not participate in the other phases 

was a limitation because their opinion about the change model would have been incorporated 

into the analysis. However, their views came out strongly in the situational analysis and open 

up a platform for further research to design a model that can support the parents as the third leg 

in their communities. 

The study was limited to one research site, a high school in Cape Town because the research 

focused on a single case study. This means the findings and conclusions obtained through the 

study are not generalizable for all South African schools. The year 2020 was very unique as the 

whole globe was turned upside down due to a pandemic wrecking the lives of many. As a result, 

an immediate plan of action was needed to curb the spread of the virus. All workplaces and 

learning institutions had to close and seek alternative ways to operate. Given this background, 

the process required for proposal acceptance by the University bodies was prolonged. This had 

a ripple effect because obtaining permission from the WCED and consent from the school and 

participants were also prolonged. My intended timeframes for the study had to be adapted 

because of the uncertainty of the pandemic.  

What is more, the data collection process had to be extended because the schools adopted a 

staggering approach where learners come to school every alternative day. Schools were thus 

sceptical to allow further disruptions because of the pressure of completing the curriculum. 

Teachers were under pressure to complete what was left of the curriculum along with their fears 

of contracting the virus. In addition, teachers’ negative attitudes and overwhelming experiences 

with the virus were a challenge to schedule times for data collection. Learners were more at 

home than at school and this created an attitude of vacation mode among them. Classroom 

observations and interview sessions had to be rescheduled, which also impacted the process of 

transcription and slowed down the progress of the research. Parents also struggled to come to 
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school due to the loss of jobs and lack of finances and transportation. Along with this, schools 

also did not want to allow parents on the school premises because of the pandemic. This created 

more strain on the research because alternative days had to be arranged to meet with parents. 

The process of administering questionnaires went fairly well because teachers, learners and 

parents could respond in their own time and space. Even though classroom observations were 

a challenge, teachers were flexible in terms of scheduling time for individual interviews. 

Learner focus groups could be done as scheduled because learners came on alternative days, 

they knew exactly the time and days they would be interviewed. The analysis of questionnaires 

was done after the participants handed them to the researcher.  

The study followed a phased approach and data was transcribed according to each phase. This 

was very demanding on the researcher as each phase was dependent on one another. The 

transcription process was most challenging because it was time-consuming and the researcher 

aimed to be as authentic as possible. Moreover, the fear of not getting sufficient data to 

strengthen the researchers’ arguments will always be one of the biggest stressors. The study 

wanted to include parents in all phases but due to the pandemic, parents could only form part 

of the situational analysis. Their views were important, especially in Phase 1 to establish how 

they perceive the role of language. Not including parents in the other Three Phases did not 

hamper the study because teachers and learners were key participants in the study. Parents are 

only viewed as the 3rd leg to support their children outside of school. Lastly, as the study 

unfolded participants were more eager to participate and this gave hope to the researcher.  

8.4.1 Strengths and limitations of questionnaires 

The strength of the questionnaires was that participants were not under pressure to complete 

the questionnaires because they could do it in a time and space suitable to them. The concern 

was that even though there was a collective agreement between the researcher and participants 

as to the timeframe for submission of questionnaires, participants took longer to complete the 

questionnaires as agreed.  Furthermore, parents’ questionnaires allowed them to complete it in 

Xhosa and required assistance to translate information from a suitable person. Having to wait 

longer for the questionnaire from parents placed unnecessary stress on the researcher as she had 

to change arranged times with an assistant to translate data. This prolonged the analysis of 

questionnaires. 
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8.4.2 Strengths and limitations of observations 

Classroom observations were at the core of this study as it mirrors the reality of the classroom 

practice and experiences of both learners and teachers. Learners were excited to see that video 

camera and felt famous for a while. However, when the lesson started some of them were a bit 

shy to participate and contribute to the lessons. Even though teaching is part of teachers’ 

everyday lives, they were also nervous because they felt like they were under a magnifying 

glass. The researcher reassured both teachers and learners that all data obtained through the 

observation, especially being videoed, will be handled with confidentiality at all times and 

learners will not be exposed or harmed for personal gain. 

8.4.3 Strengths and Limitations of Individual and Focus group interviews 

As mentioned earlier, teachers participated in individual interviews and learners participated in 

focus group interviews. It was easier to schedule interviews with the teachers than with the 

learners even though teachers had a packed schedule due to the limited times that learners were 

at school. As mentioned earlier learners reside in townships and are transported by means of 

bus. They also attend school on alternative days and I had to schedule focus group interviews 

accordingly. The limitation, therefore, was that learners could not stay after school and I had to 

use their break time to conduct the interviews. It made it difficult to stick to the time frames the 

researcher intended. This placed more stress on the researcher because the interviews had to be 

transcribed since the phases are dependent on each other and transcriptions take a lot of time. 

Time constraints were thus one of the biggest challenges. In addition, not all learners in the 

group wanted to speak and learners sometimes gave very short answers to the questions. 

However, the strength was that the learners that spoke in the focus group did not hold back on 

their views and opinions, especially voicing their frustrations regarding teachers’ attitudes 

towards them as isiXhosa speakers as well as teaching practices in the classroom setting.   

8.4.4 Strengths and limitations of documents 

Learners mainly worked in groups during the activities. The strength was that learners wrote 

down their answers and handed them in for analysis. The limitation was that not all groups 

wrote down their interpretations in isiXhosa even though they conversed in isiXhosa during the 

activity to explain to one another their interpretations to make meaning. It could be that they 

are stuck to the set classroom rules of Afrikaans only. 
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8.5 Significance of the Study 

This study hopes to provide some insights into the opinions and experiences of teachers, parents 

and learners in classroom and assessment practices using an alternative intervention model to 

assist multilingual learners in Afrikaans Home Language assessment. More significantly, the 

study presents an analysis of the nature of the capability sets of teachers, parents and learners 

with specific reference to the freedoms and unfreedoms of teachers and learners in terms of 

assessment tasks (teachers setting up tests and learners writing tests).  

Applying the theory of CA in this context hopes to influence and generate new theories within 

the language domain. The study therefore opens a discussion on the possibilities of integration 

between Change Laboratory and other intervention strategies such as the Capability Approach. 

Furthermore, it presented an analysis of CHAT, which was the lens used for the methodological 

framework. Through this, an intervention strategy using multilingualism as a model to assist 

multilingual learners in Afrikaans Home Language classrooms was implemented. The 

strategies highlight the gaps in the Language Policy in terms of multilingualism and 

implementation to accommodate the realities of multilingual learners in South African 

classrooms.  

This study is driven by my personal experience as an Afrikaans Home Language teacher having 

to stand by and see how multilingual learners struggle to cope, especially in an assessment 

context. Moreover, my greatest drive in the study is to create a helpful platform for further 

research in this area and broader issues that could not be addressed in this study. My hope 

through this study is that the government and all its stakeholders will value the importance of 

diversity and multilingualism through opportunities that could enhance learner capabilities 

towards quality education, create job opportunities, and better teaching conditions for both 

teachers and learners.   

8.6 Recommendations 

The final section of this study presents the recommendations arising from the analysis of data 

and the conclusions drawn from the main findings in Chapters 4 to 8. The recommendations 

relate to the kind of research that needs to be done in the future and on the development of 

teachers to enable them to recognise and use multilingualism as a tool for learning, teaching 
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and assessment. The researcher thus makes the following recommendations to various 

stakeholders. 

8.6.1 Recommendations for research 

As highlighted in the literature review in Chapter Two, literature on multilingualism shows 

different views and understanding of the term translanguaging and what it represents. The 

literature clearly articulates the meaning of translanguaging and how it is related to other 

concepts such as code-switching, code-mixing, code-meshing and crossing, which are all 

deemed unconventional language practices. If multilingualism should be seen as a useful 

pedagogical strategy for teaching and learning in both language and content components and 

as a tool for assessment, as illustrated in this study, there is a need to embark on more classroom-

centred research to identify instances of multilingual occurrence. There is an opportunity in 

Engeström’s CLW approach to introduce expert knowledge where teachers can be exposed to 

the implementation of translanguaging approaches in the teaching of language and literature. 

The innovation which involved learners being allowed to use their full language repertoire in 

group work can further be explored. 

It is important to examine if multilingualism is used as a tool for mediating difficult concepts 

and words by both teachers and learners, especially in the Further Education and Training (FET) 

Phase where learners are exposed to drama literature text and novels where concepts and words 

in Afrikaans are more difficult and challenging to understand within a certain context. However, 

multilingualism is not limited to the FET Phase only but can be a valuable resource in all phases 

of basic education training. 

Like multilingualism, assessment is also understood in different ways, as well as the reason 

why learners ought to be assessed. The basis for assessment is also not clearly articulated and 

there seems to be a lack of synergy in terms of the actual purpose of assessment. It is clear that 

teaching and learning cannot be separated from assessment, and the same goes for language 

and performance. It would be a good starting point to examine why we test and if 

multilingualism is used as a mediating tool to enhance meaning making, especially where 

concepts and content are tested in drama literature. Formative assessment especially should be 

under the magnifying glass during classroom-centred research to establish what learners learn, 

how they learn and how they present what they have learned. 
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8.6.2 Recommendation for higher education and further training 

Teacher education programs at universities should expose prospective teachers to alternative 

language practices so that they can be equipped to assist learners with different language 

backgrounds. Multilingualism should be a concept prospective teachers familiarise them with 

because multilingualism is here to stay. It is important in terms of the training of teachers, to 

challenge their thinking, not by only offering alternative theories, but by demonstrating through 

physical examples, what multilingualism and other language practices look like in practice. The 

following recommendations to teacher trainers and researchers of bilingual education are 

proposed based on the abovementioned statements. Training centres and trainers should: 

• Consider multilingual approaches in teacher training and professional development to 

prepare teachers for the diverse and multilingual context of South African schools. 

• Enhance teachers’ capabilities to interpret the CAPS curriculum in different ways that 

go beyond the rigid and decidedly prescribed lesson plans in their teaching guides. This 

means teachers should be enabled to identify the resources that learners bring to the 

classroom such as their oral fluency in their language. Through this, learners’ abilities 

in both mother-tongue literacy and competence in Afrikaans will be built. 

• Create a space where lesson (especially drama literature and novels) is taught to FET 

phase learners with regular teachers as observers. These teachers can critique the lessons 

so trainers and researchers can see how theories are implemented in practice. Teachers 

will be able to identify and assess for themselves what would be feasible in their 

classrooms. 

• Create a space for collaborative practices where teachers can work together and share 

best practices. Setting up a mentoring group as a means to support teachers can also 

help illuminate teacher isolation. Teachers will be able to build relationships, share 

ideas, and negotiate possible solutions for common problems they deal with. University 

researchers in collaboration with established mentoring programs can facilitate the 

process. 

• Enhance teachers’ capabilities to develop and strengthen biliteracy and at the same time 

encourage learners to use their mother tongue as a resource to make meaning. 



 

262 

 

Lastly, education departments should liaise with universities to discuss plans in terms of 

curriculum changes, and the needs of the schools and learners so that they can be incorporated 

into teacher training programs. 

8.6.3 Recommendations for policymakers 

It is important to note and acknowledge that policy enables multilingual LOLT. However, the 

challenge lies in the interpretation of policy and the lack of government support for policy 

implementation. In addition, policymakers should include the use of unconventional language 

practices such as multilingualism in classrooms as a support strategy to enhance learners’ 

capabilities through meaning making. This would set the tone for all schools and teachers as a 

normal practice in the classroom. Currently, policy makes provision that learners can be taught 

in a language of their choice but in practice, it is hindered by the lack of manpower in schools 

as well as the lack of explicit guidance to facilitate this practice. This study established that 

teachers view other forms of language practices such as codeswitching as illegal because 

teachers’ limited capabilities are overshadowed by unfreedoms. After all, it is not prescribed in 

policy. As such, policy and curriculum should clearly articulate the use of unconventional 

language practices as support and a legitimised practice in the classroom. 

Furthermore, since learner performance is the measurement stick whereby schools are 

measured, DBE officials should monitor schools severely impacted by the nature of 

multilingual learners to prepare workable strategies to support multilingual learners in teaching, 

learning and assessment situations. It creates opportunities for DBE officials to prepare 

strategically in the long term to combat poor academic performance in schools that is caused 

by language barriers that prevent multilingual learners to achieve their freedoms and 

functionings to lead the life they desire.  

This will enable DBE officials to have insight into the type of intervention strategies to improve 

learner performance in all schools to create equal quality education for all learners. I am of the 

view that if DBE officials have first-hand experiences of the existing unfreedoms and the 

challenges faced by learners and the school, and how they convert existing resources to meet 

expected outcomes on a daily basis, it could guide them with decision-making in terms of 

reformulating some of its critical policies. It can enable policymakers to evaluate policies that 

do not possess specificity and flexibility that may negatively affect learners and schools. A good 

idea might be to revisit the stipulations of the department’s one-size-fits-all approach to the 
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Language policy and the specifications of the CAPS curriculum that impose limitations and 

unfreedoms for multilingual learners within schools.  

8.6.4 Recommendations for the SMT and SGB 

The school need to revise the admission policy in terms of language choices available and 

offered at the school to establish learners’ home language versus LoLT. Thereafter the school 

should do a synopsis of learner backgrounds enrolled at the school to establish the language 

needs of the learners. This would assist the school and SGB to tackle various learner 

unfreedoms practically and systematically that are created by language choice through school 

application and admission. It will also inform the schools and SGB on how to develop their 

School Improvement Plan (SIP) accordingly and will inform their decision-making in terms of 

staffing. For example, if half of the school has isiXhosa as a home language but is enrolled at 

the school as an Afrikaans learner, the school needs to revise its teaching staff by including/ 

adding an isiXhosa-speaking teacher school. Collaboration amongst all stakeholders should be 

prioritized to reduce stress among multilingual learners enrolled in Afrikaans Home Language 

classrooms and assessment settings.  

Moreover, serious educational campaigns should be initiated to assist multilingual learners, 

parents and affected communities with additional ways to strengthen their ability to understand 

and meaning making of Afrikaans. It is noted in this research that isiXhosa learners’ parents 

have limited knowledge of Afrikaans and often do not attend school meetings because the 

meetings are mostly conducted in Afrikaans since it is predominantly an Afrikaans school. 

However, the school is accommodating a lot of isiXhosa learners at the school and parental 

involvement is crucial to ensure learners meet the demands of the school.  It is imperative that 

parents come to school regularly to be updated on the progress and conduct of their children. 

The school thus has to build a relationship and change their practices to accommodate these 

parents because it could increase parental involvement. Scholars such as Singh and Mbokodi 

(2004) are of the opinion that parental involvement is fundamental and schools need to alert 

parents that their involvement in their children’s education at all levels and ways goes beyond 

the responsibility of the school.  

Furthermore, learners and parents should be encouraged to visit public libraries, read regularly 

at home, and complete homework activities. Initiate Saturday classes for parents that cannot 

understand Afrikaans to teach them the basics of Afrikaans. The school library must be active 
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and not used as a classroom for daily teaching and learning of the curriculum. The school library 

must consist of reading material that could enhance meaning making in Afrikaans and isiXhosa 

and other indigenous languages. The school can incorporate a reading session for the whole 

school on the timetable schedule. This could encourage regular reading habits and foster a love 

for reading. This could be followed by quick writing sessions where learners write down and 

explain what they understood the reading text was about. The school can plan literacy days, at 

least once per term to showcase indigenous languages and encourage learners and staff to 

embrace language diversity. 

The school must prioritize dictionaries as part of their Learning and Teaching Support Material 

(LTSM). The school laboratory must be active and have effective staff to assist learners to use 

the computers optimally. The schools and the DBE must have a joint venture in terms of 

resources needed to improve learner capabilities and performance because the school cannot 

function as a stand-alone entity.   

The dearth of attention given to the impact of language used in examinations by the department 

or school should also be considered as a determiner in students’ performances because this 

could also hamper learners’ efforts. In order to mitigate social inequality and to ensure social 

justice for all students, it is imperative to revisit current practices in schools, especially in terms 

of giving clear directives from the Department of Education on strategies to improve teaching 

and learning and assessment conditions of multilingual learners. These guidelines will not only 

guide schools and teachers but will also help multilingual students to achieve functioning as 

alluded to by Sen (1999) which is important, in this case, to pass their grades and ultimately 

have a successful future. Active engagement with all stakeholders and finding a solution is in 

line with CHAT’s expansive learning cycle where contradictions can be used as springboards 

for transformation (Engeström 2001).  

8.6.5 Recommendations for teachers 

Teachers need to be more conscious of and committed to their role, functions and 

responsibilities as an educator. Teachers should be aware of the long-term implications of their 

actions in the classroom and the impact it has on learner freedoms to achieve functionings that 

can improve their educational performance. Teachers need to reflect on their practices. 

Reflexivity could encourage a major shift in teachers’ attitudes and how they ought to do things. 

This study acknowledges that the shift in teachers’ attitudes could take a long time for many 
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reasons but reflexivity could be the starting point. Likewise, teachers as change agents should 

do the following to enhance (multilingual) learners’ capabilities: 

• Acknowledge learner diversity and embrace learners’ resources they bring with them 

into the classroom (in the case of the study the language resource of their mother tongue 

isiXhosa). Allowing learners to interpret in their own language can enhance meaning 

making. 

• Play an active role within the classroom, by knowing the learners, their abilities and 

their weaknesses. This will enable teachers to plan accordingly and not use the one-

shoe-fits-all approach. 

• Engage with other stakeholders and keep records and have a paper trail for upcoming 

teachers that can use the information as a starting point to continue interventions where 

needed. 

• Facilitate during the lesson so that teachers can know what learners do during the 

lessons, and what they struggle with and identify what intervention is needed. 

• Take on the role of an interventionist.  

• Have a positive mindset. 

• Seek solutions rather than focusing on the problems/challenges at hand. 

• Accept multilingualism as the norm in the school setting. This may reduce frustrations 

and create better work circumstances for the teacher.  

• Create a safe and comfortable space for multilingual learners. 

• Additional language learning should be the topic of discussion in the education sector, 

especially in teacher professional development.  

The Western Cape has three official languages and teachers should be trained and developed in 

all three languages. Learning three languages could be the missing puzzle in multilingual 

classrooms. Teachers need to acknowledge that the success and failures of learners are mainly 

dependent on the role the teacher and the school play. As such, teachers need to find creative 

ways to enhance learner capabilities, find learner strengths and avert their weaknesses 

(unfreedoms) from hindering their achievements or functioning important to them. This may 

result in positive attitudes of learners and their confidence may be restored. 
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8.6.6 Recommendations for further studies 

In order to gain more knowledge and understanding about the nature and complexities of the 

role of language in learner performance during classroom teaching and learning and assessment, 

I recommend that the following research be conducted: 

• Exploring the role of the Curriculum and the language policy on unconventional 

classroom practices and assessment from CHAT and CA perspectives, looking 

specifically at the specificity of policy’s structure in relation to different practices, 

especially those deemed unconventional, and implementation within multilingual 

classrooms, and the various ways in, which it enhances and/or inhibits learner 

capabilities and ability to perform within the classroom.  

• Looking at parents’ (of multilingual learners) language abilities and the role the school 

and other stakeholders can play to enhance parents’ capabilities to understand the basic 

elements of Afrikaans, so they can actively engage in their children’s work. 

• Looking at the role leadership and management play in schools forced to accommodate 

multilingual learners from a CA perspective, in terms of accountability, the role in, and 

effect of, these learner capabilities and performance.  

8.7 Conclusion 

This chapter concludes the thesis and highlights how the research journey unfolds. The chapter 

summarizes the main findings that emerged from the study in relation to the literature reviewed. 

Furthermore, the theoretical lenses used in this study provided valuable insights in relation to 

the findings that emerged from this study. These insights proved to be instrumental in the efforts 

to assist multilingual learners with meaning making in Afrikaans Home Language classes. This 

is evident especially because both CHAT and the CA’s roles in this research are re-emphasized 

and are fundamental in the process towards understanding learner experiences in Afrikaans 

Home Language classes. It also highlights learner performances, or the lack thereof based on 

the existing realities in schools and classroom settings influenced by teacher attitudes and 

experiences, lack of resources and unfreedoms created on policy levels. Furthermore, this 

chapter concluded by presenting recommendations that might be valuable to all educational 

stakeholders, including schools and teachers, departmental officials and administrators as well 

as policymakers, and the research fraternity.  
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What is more, the researcher embarked on a journey to understand teacher and learner 

frustrations in classrooms forced to accommodate multilingual learners. Also, to understand 

why the one-shoe-fits-all approach is still used in schools and enforced through the curriculum 

despite accelerating numbers of multilingual learners entering the schooling system. In 

addition, the study attempted to investigate meaningful ways in, which multilingualism is used 

to enhance meaning making in multilingual learners. Moreover, it attempted to understand why 

teachers are sceptical to use alternative practices or so-called unconventional practices to 

increase learner performance. These efforts need to be seen through the lens of the research 

fraternity consistently identifying gaps between the role of language in classroom and 

assessment settings, resources (human or physical) and learner performance. 

My engagement with prior studies in the literature that focus on the role of language and learner 

performance in schools, reveals a pattern showing attempts to explain persistent learner 

underperformance through the social justice paradigm and lack of the use of alternative 

language practices deemed illegal due to lack of policy specificity. The constant ignorance of 

using a one-shoe-fits-all approach in classroom and assessment settings and disregarding the 

unique challenges faced by individuals and schools are also some of the fundamentals 

highlighted in the literature. This gap in the literature created space for CHAT’s formative 

intervention approach and the Capabilities Approach, which creates the platform to look at 

learner and teacher experiences from a perspective that considers where they come from, who 

they are, and specifically, their capabilities and what they are/ not able to do. It looks at the 

available resources, be they human or physical, to foster agency and at the same time help 

learners achieve functionings important such as making meaning and succeeding in life.  

CHAT and CA highlighted contradictions, freedoms and unfreedoms and the important role 

that multivoicedness and conversations play in understanding the complex and deeper level of 

learner and teacher frustrations in a multilingual context. This study therefore intensely engaged 

with the chosen variables to understand the many complex reasons why multilingual learners 

enrolled in two Grade 10 Afrikaans Home Language classes struggle with meaning making and 

how it impacts their results and performance. It specifically highlighted the unequal access to 

educational success and manifested as a grade gap between multilingual learners and Afrikaans 

home language speakers enrolled in Afrikaans home language classrooms. It further paves the 

way to find ways to foster agency for both learners and teachers and at the same time creates a 

platform for continuous engagement to understand the impacts of language on learners that are 
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not mother-tongue speakers of the LoLT. It created a pathway to stimulate and sensitise issues 

of apartheid ideologies in classroom practice through Change laboratory workshops to 

transform current discriminatory practices to equal and normal situations. 

As mentioned in Chapter Three, during this phase, the interventionist researcher conducted 

interviews (one on one and focus group) with parents’ teachers and learners, observed lessons 

and formative assessment practices, from teachers and AHL learners to represent many voices 

of using multilingualism during Afrikaans Home Language lessons. Phase 1 also intended to 

surface contradictions, which are viewed by Engeström (1999, p.381) as the “motive force of 

change and development within and between activity systems”. Identifying contradictions can 

open the doors for expansive learning (Engeström, 2011). As mentioned in Chapter Three, 

employing the third generation created the opportunity to understand and analyse the 

development of consciousness within meaning making of formative assessment tasks in AHL 

subject as a unit of analysis.  

During Phase 1, the researcher aimed to highlight that this study does not adopt or condone a 

one-shoe-fits-all approach. Since Expansive learning refers to learning “what is not yet there” 

(Engeström, 2004, p.4) the intended scaffolding of multilingualism is what is not there yet and 

implies that human beings have the potential to be transformed, which will enable them to 

achieve the full benefits of achieving functioning important to them as illustrated by Sen (1992). 

To challenge the one-shoe-fits-all approach, change laboratory (CL) was used due to its 

formative intervention where actionable knowledge and transformative actions are understood 

as a collaborative and generative possibility to create change (Sannino and Engeström, 2017). 

The CA is used as the framework to present the findings of the study and is analysed to 

understand the diverse nature of the factors influencing meaning making and learner 

performance of isiXhosa home language speakers enrolled in predominantly Afrikaans schools. 

Furthermore, the purpose of this chapter is to illuminate ways in, which a range of existing 

unfreedoms can be linked to learner underperformance or lack of meaning making by using a 

selected case. The key aspect of the CA is that resources, no matter amount, or quality used by 

a school cannot automatically be associated with the level of learner performance (Nwati, 

2015).  The CA was explained in detail in Chapter Two and as pointed out by Sen (1992) even 

in the event where equal resources are available and provided to similar institutions/ individuals 

but barriers or constraints to achieve are not seriously considered, does the possibility of 
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variations in outcomes arise? By drawing on the concept of capabilities, Sen (1992) has been 

able to draw distinctions between the unique capabilities of institutions/individuals, which 

enable them to achieve certain valuable functioning in terms of variances existing between 

institutions and between individuals in the same institutions.  
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10. A brief summary of the content, findings and recommendations is provided to the Director:  Research 

Services. 
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The Director: Research Services 

Western Cape Education Department 

Private Bag X9114 

CAPE TOWN 

8000 

 

We wish you success in your research. 
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Appendix C: Permission Letter to Head of Institution 

Name of school 

 

Re: Request for permission to conduct research at Gordon High   

 

To whom it may concern    

 

My name is Chantelle Melanie August. I am a Doctoral student in the Educational Language 

and Literacy Department at the University of the Western Cape (UWC). As part of this course 

I am required to conduct research in the field of Language and Literacy Education with the aim 

of becoming a more proficient researcher. The aim of my research is to investigate meaningful 

ways in, which translanguaging can be used as a supportive strategy during formative 

summative assessment. My research hopes to create a platform where the school explores other 

forms of assessments strategies to address the current issues in assessment practices. My 

research will require me to gather data from the AHL language teachers. It will also require 

gathering data from the learners and the parents. Each teacher, parent and learner will be asked 

to complete a questionnaire. Learners will partake in a group interview, which will last 

approximately 30 minutes and will be voice recorded. The teachers will be asked to partake in 

an individual interview that will also last approximately 30 minutes and will be voice recorded 

and fill out a questionnaire. I will also have to observe documents such as the school language 

policies and learner’s assessment tasks. Thus, participants will be observed, videoed, recorded 

and photographed during classroom observations. My research is conducted under the 

supervision of Prof. Madeyandile Mbelani. 

 

Should your school agree to participate in this research study, I would be willing to share my 

research findings with your staff on your request. These findings could assist your school with 

understanding the need for different forms of assessment practices. Neither the names of 

teachers and learners participating in the study nor the name of your school will be revealed in 

my research report. I have attached to this letter an information sheet explaining what my 

research is about as well as a consent form stating what the participants would agree to consent 

to in this research.  

 

This letter serves to seek formal consent to approach the teacher(s), Mr E. Adams and Ms A 

Daniels, the learners and the parents of the learners in his/ her class as participants for my 

research. I would be grateful to be allowed access to certain documents to her discretion in 

order to gain a full understanding of the teaching and assessment practices at your school. For 

this reason,  

 

I request permission to visit your school on ___________ to present my research as outlined in 

my research proposal.  Please find my research proposal attached. Once I have received ethical 

clearance from the University of the Western Cape to conduct my research, I provide you with 

the ethical clearance letter for your perusal. 

 

Ethical research practice is a vital aspect of my work and has great bearings on how people 

view me as a researcher, my work, and my institution. The name of the school and all 

participants will be replaced with pseudonyms and all the material I amass will be accessible 
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only to myself and my supervisor. Upon completion of this study, I will provide you and the 

teacher with access to the research findings. 

 

Please do not hesitate to contact me should you need any further information. 

 

 

Thank you in advance. 

Yours sincerely 

 

 

___________________________ 

 

Chantelle Melanie August (Student Nr. 2941643)  

Email: 2941643@myuwc.ac.za 

Cell: 0833882502 

    

I, ___________________________________ (Principal), hereby give my consent for Ms CM 

August to conduct her research on the premises. I agree that the data can be collected, 

photocopied, and used in analysis.  I understand that the participation of the teachers and 

learners participation is voluntary and that I can refuse Ms CM August from conducting her 

research on the premises the project at any time. 

 

Signed_________________________   Date______________________ 

 

The university, in common with all other organisations in South Africa, is subject to the 

provisions of the Occupational Health and Safety Act No. 85 of 1993. All questions relating 

to this act and its application should be directed to the Occupational Health and Safety 

Manager, Risk Management Services, ext 2818. 

 

If you wish, you may also contact the Humanities & Social Sciences Research Ethical 

Council (HSSREC) at HSSREC, Research Development, Private Bag X17, Bellville, 7635,  

or at Tel: 021 959 4111, email:research-ethics@uwc.ac.za 
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Appendix D: Letters of Consent 

Appendix D1: Letter of Consent to Teacher 

Mrs Chantelle Melanie August (PhD Student) 

Faculty of Education 

University of the Western Cape 

Bellville 

8000 

09 October 2019 

 

You are invited to participate in a PhD Research study entitled “Exploring translingual 

assessment for learning in multilingual Grade 10 Afrikaans Home Language classes”. The aim 

of this study is to investigate meaningful ways in, which translanguaging can be used as a 

supportive strategy during formative and summative assessment. I am inviting you to 

participate in this research because you are able to give valuable information about your ideas 

and beliefs about current teaching and assessment practices. You are selected to give more 

insight on challenges relating to assessment practices of multilingual learners. 

 

What will be expected of you? 

 

If given the opportunity, I would like to observe your class in TWO language lessons to see 

how you engage with learners during teaching and learning, and how your learners respond, 

learn and make meaning. This will allow me to examine current teaching and assessment 

practices. You will be asked to complete a questionnaire that deals with your experience of 

teaching and assessing learners in a less proficient language. I would also like to have an 

interview with you of about 30 minutes in, which I hope to gain a deeper understanding of the 

various perspectives of teaching and assessing multilingual learners and the concept of 

translanguaging.  You will be observed, videoed, recorded and photographed during classroom 

observations. 

 

How will your confidentiality be protected? 

 

Your anonymity and the confidentiality of what you say/discuss in the focus-group is of the 

utmost importance to me. Nobody outside of the focus group discussions will know what you 

said in the poetry focus-group discussions. Nobody other than my supervisor and me will be 

able to access the data. When my research report is written, neither your name nor the name of 

your school will be mentioned. You will also be able to withdraw from the study at any time, 

without having to provide a reason as to why. As a researcher, I am bound by a code of ethics 

to ensure that risks are mediated. You will not be jeopardised in any way by participating in 

this study and your safety and wellbeing will be respected at all costs. 

 

If you agree to participate, you will be asked to sign an assent form to confirm that you 

understand and agree to the conditions before I begin the study.  

If you have any questions, concerns or complaints about how the research has been conducted, 

please do not hesitate to contact me or my supervisor, Professor M. Mbelani directly.  

Thank you in advance. 
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Yours sincerely 

 

 

 

___________________________    __________________________ 

Chantelle Melanie August (Student Nr. 2941643)   Professor Madeyandile Mbelani 

Email: 2941643@myuwc.ac.za    Email: mmbelani@uwc.ac.za 

Cell: 0833882502      Tel: 021 959 2650 

 

The university, in common with all other organisations in South Africa, is subject to the 

provisions of the Occupational Health and Safety Act No. 85 of 1993. All questions relating 

to this act and its application should be directed to the Occupational Health and Safety 

Manager, Risk Management Services, ext 2818. 

 

If you wish, you may also contact the Humanities & Social Sciences Research Ethical 

Council (HSSREC) at HSSREC, Research Development, Private Bag X17, Bellville, 7635, 

or at Tel: 021 959 4111, email:research-ethics@uwc.ac.za. 
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Appendix D2: Teacher Consent Form 

 

 

I, ___________________________________, hereby volunteer to participate in the PhD 

research study on translanguaging as multilingual strategy to support meaning making in Grade 

10 by allowing Ms C. August access to my classroom for observation and recording purposes. 

The researcher, MsC. August, has informed me about the nature, purpose, and procedures of 

the study. 

 

I agree to be observed, videoed, recorded and photographed during classroom observations as 

I teach TWO Grade 10 Afrikaans Home Language lessons. I consent to the data being collected, 

(and/or) photocopied, and used in analysis. I am aware that my name will not be used in the 

study and all the information collected will be used for the sole purpose of the study. 

I understand that I may withdraw from the research project at any time, without having to 

provide a reason or suffering any consequence. 

 

Please indicate with an X in the appropriate column if you agree/do not agree to the 

following: 

  AGREE DISAGREE 

I would like to participate in this research project.    

I agree to being interviewed by Ms August about 

teaching and assessment practices and my own 

personal style of teaching. 

   

I agree to being recorded with an audio/video 

recording device while I teach. 

   

I agree to being recorded with an audio/video 

recording device during the interview with Ms. 

August. 

   

I understand that everything I say within the 

interviews as well as my classroom practice will 

be kept in strict confidence. I understand that I 

will be anonymous. 

   

 

  

Signed_________________________   Date______________________ 

 

Thank you! 

Yours sincerely 

Thank you! 

 

Yours sincerely   

 

 

_____________________     _________________________ 

Chantelle Melanie August (Student Nr. 2941643)   Professor Madeyandile Mbelani 

Email: 2941643@myuwc.ac.za    Email: mmbelani@uwc.ac.za 

Cell: 0833882502      Tel: 021 959 2650 

mailto:2941643@myuwc.ac.za
mailto:mmbelani@uwc.ac.za
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Appendix D3: Letter of Consent to Parents/ Guardians 

Mrs Chantelle Melanie August (PhD Student) 

Faculty of Education 

University of the Western Cape 

Bellville 

8000 

9 October 2019 

 

Dear Parent 

 

My name is Chantelle Melanie August and I am a PhD student in Literacy and Language 

Acquisition) at the University of the Western Cape, South Africa. The research that I wish to 

conduct, entitled “Exploring translingual assessment for learning in multilingual Grade 10 

Afrikaans Home Language classes” involves questionnaires and focus group interviews. 

 

 

This letter serves to seek formal consent to approach you, ................................................., as a 

participant for my research.  

 

 

The aim of my research is to look at the current teaching and assessment practices and to 

investigate meaningful ways in, which translanguaging can be used as a supportive strategy 

during formative and summative assessment. 

 

The qualitative data I need to complete my study will be garnered from your questionnaire and 

a focus group discussion about your child’s schools teaching and assessment practices. You 

will be recorded during the focus group interview. My research is conducted under the 

supervision of Prof. Madeyandile Mbelani. 

 

 

The name of the school and all participants will be replaced with pseudonyms and all the 

material I amass will be accessible only to myself and my supervisor. All the information your 

child provides will be strictly confidential. As a researcher (and teacher) it is of utmost 

importance that I assure you that your child will not be harmed, physically or emotionally, in 

my research. I will try, to the best of my ability to make the experience an enjoyable and 

educational one for your child. Participation is completely free. 

 

You will be able to withdraw from the study at any time, without having to provide a 

reason as to why or suffering any consequences. 

 

 

Should you agree to allow me permission to approach you for the purpose of this study, you 

will be asked to sign a form for me to proceed with you as a participant. 

 

If you have any questions, concerns, or complaints about how the research has been conducted, 

please do not hesitate to contact me or my supervisor, Professor M. Mbelani directly.  

 

Thank you in advance. 
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Yours sincerely 

 

 

 

 

___________________________    __________________________ 

Chantelle Melanie (Student Nr. 2941643)    Professor Madeyandile Mbelani 

Email: 2941643@myuwc.ac.za    Email: mmbelani@uwc.ac.za 

Cell: 0833882502      Tel: 021 959 2650 

 

The university, in common with all other organisations in South Africa, is subject to the 

provisions of the Occupational Health and Safety Act No. 85 of 1993. All questions relating 

to this act and its application should be directed to the Occupational Health and Safety 

Manager, Risk Management Services, ext 2818. 

 

If you wish, you may also contact the Humanities & Social Sciences Research Ethical 

Council (HSSREC) at HSSREC, Research Development, Private Bag X17, Bellville, 7635, 

or at Tel: 021 959 4111, email:research-ethics@uwc.ac.za 
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Appendix D4: Parental Consent Form 

 

 

 

I, ___________________________________, hereby consent to my child’s participation in the 

PhD research study on translanguaging as multilingual strategy to support meaning making in 

Grade 10. The researcher, MsC. August, has informed me about the nature, purpose, and 

procedures of the study. 

 

I agree to allow my child to be observed, videoed, recorded and photographed during classroom 

observation and answering questions in class and in the group discussions. I consent to the data 

being collected, photocopied, and used in analysis. I am aware that my child’s name will not be 

used in the study and all the information collected will be used for the sole purpose of the study. 

 

I understand that my child may withdraw from the research project at any time, without having 

to provide a reason or suffering any consequence. 

 

Please indicate with an X in the appropriate column if you agree/do not agree to the following: 

 

 AGREE DISAGREE 

I consent to my child’s participation in the focus-group discussions.   

I consent to my child being recorded with an audio/visual recording 

device during the focus group discussion. 

  

I have been provided with the information I need to ask questions about 

the study and have them answered. 

  

I understand that in participating in a small focus group discussion, my 

child has a responsibility to keep other participants’ identities and 

responses confidential. 

  

 

  

Signed_________________________   Date______________________ 

 

Thank you! 

 

Yours sincerely  

  

 

_____________________     __________________________ 

Chantelle Melanie August (Student Nr. 2941643)   Professor MadeyiandileMbelani 

Email: 2941643@myuwc.ac.za    Email: mmbelani@uwc.ac.za 

Cell: 0833882502      Tel: 021 959 2650 

 

 

 

  

 

mailto:2941643@myuwc.ac.za
mailto:mmbelani@uwc.ac.za
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Appendix D5: Learner Assent Form 

 

I, ___________________________________, hereby volunteer to participate in the PhD 

research study on translanguaging as multilingual strategy to support meaning making in Grade 

10. The researcher, Ms C. August, has informed me about the nature, purpose, and procedures 

of the study. 

 

I agree to be observed, videoed, recorded and photographed during classroom observations, 

answering questions in class and in the group discussions. I consent to the data being collected, 

photocopied, and used in analysis.  I am aware that my name will not be used in the study and 

all the information collected will be used for the sole purpose of the study. 

 

I understand that I may withdraw from the research project at any time, without having to 

provide a reason or suffering any consequence. 

 

Please indicate with an X in the appropriate column if you agree/do not agree to the 

following: 

 AGREE DISAGREE 

I would like to participate in this research project.   

I would like to take part in a focus-group discussion with other research 

participants. 

  

I agree to being recorded with an audio/video recording device while I 

partake in class discussions on poetry. 

  

I agree to being recorded with an audio/video recording device during 

the focus-group discussions. 

  

I agree that Focus groups will be confidential amongst all participants.   

 

  

Signed_________________________   Date______________________ 

 

Thank you! 

 

Yours sincerely 

 

 

 

_____________________     _________________________ 

Chantelle Melanie August (Student Nr. 2941643)   Professor Madeyandile Mbelani 

Email: 2941643@myuwc.ac.za     Email: 

mmbelani@uwc.ac.za 

Cell: 0833882502      Tel: 021 959 2650 

 

 

 

 

mailto:2941643@myuwc.ac.za


 

295 

 

Appendix D6: Focus Group Confidentiality Form 

 

Title of Research Project: Exploring translingual assessment for learning in multilingual Grade 10 

Afrikaans Home Language classes  

 

Name of Researcher: Chantelle Melanie August 

 

The study, the aims and how it will be conducted are explained to me in a language I understand. 

All my questions about the study are clearly answered. Therefore, I fully understand my role in 

this study and I willingly volunteer to participate in this intervention. I am encouraged to 

participate because I trust that my identity will not be disclosed to anyone and that I can 

withdraw from this intervention at any time without being judged or disadvantaged. I also 

understand that the confidentiality will also be maintained by the other research participants. I 

hereby undertake to maintain the confidentiality of the discussions in the focus group by not 

disclosing the identity of other participants or their contributions to 

anyone outside the focus group. 

 

Participant’s name: …………………………………………. 

 

Participant’s signature: …………………………………….. 

 

Date: …………………. 

 

Yours sincerely 

 

Thank you! 

 

 

 

Yours sincerely  

 

 

 

_____________________     _________________________ 

Chantelle Melanie August (Student Nr. 2941643)   Professor Madeyandile Mbelani 

Email: 2941643@myuwc.ac.za    Email: mmbelani@uwc.ac.za 

Cell: 0833882502      Tel: 021 959 2650 
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Appendix D7: Special Consent Form to Video and Photograph 

 

Title of Research Project: Exploring translingual assessment for learning in multilingual 

Grade 10 Afrikaans Home Language classes  

 

Name of Researcher: Chantelle Melanie August 

 

I, ___________________________________, hereby consent to the data being collected, 

videoed, photographed, photocopied, and used in analysis. 

I am aware that my name will not be used in the study and all the information collected will be 

used for the sole purpose of the study. 

I understand that I may withdraw from the research project at any time, without having to 

provide a reason or suffering any consequence. 

 

 

Participant’s name: …………………………………………. 

 

Participant’s signature: ……………………………………… 

 

Date: ……………………. 

 

Yours sincerely 

Thank you! 

 

Yours sincerely  

 

 

_____________________     _________________________ 

Chantelle Melanie August (Student Nr. 2941643)   Professor Madeyandile Mbelani 

Email: 2941643@myuwc.ac.za    Email: mmbelani@uwc.ac.za 

Cell: 0833882502      Tel: 021 959 2650 

 

 

 

 

 

 

 

 

 

 

 

 

 

mailto:2941643@myuwc.ac.za
mailto:mmbelani@uwc.ac.za
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Appendix E: Questionnaires 

Appendix E1: Learner Questionnaire 

 

Participant Code   

 

PLEASE DO NOT WRITE YOUR NAME! 

REFLECT ON YOUR EXPERIENCE IN YOUR CLASSROOM. PLEASE ANSWER THE 

FOLLOWING QUESTIONS BY PLACING AN X IN THE RELEVANT BLOCK/S OR WRITING 

DOWN YOUR ANSWER IN THE SPACE PROVIDED. YOUR ANONYMITY IS ENSURED.  

Section A 

General Information 

Male/ Female _______                             Age___ 

Home Language_______                        Preferred Language of teaching _________ 

Year level of grade_______________ 

 

This questionnaire consists of questions relating to learners’ ideas and views about classroom and 

assessment practices of multilingual learners. Hierdievraelysbevatvraerodom die idees enperspektiewe 

van leerders in terme van klaskamerenassesseringspraktyke. 

1. What is the language of learning and teaching of your school? / Wat is die taal van 

onderig van jouskool? 

_____________________________________________________________________ 

 

2. Why are you enrolled in a predominately Afrikaans medium school? /Hoekom kies jy 

om ‘n Afrikaans oorwegende skool by te woon? 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________ 

3. How do you experience teaching and learning in Afrikaans as Home language and as a      

subject? / Wat is jouervaring van onderig in Afrikaans as Huistaalenvak? 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________ 

 

4. Are you coping with your current teaching, learning and assessment practices? If Yes 

how, if No why? / Kan jy die onderig and assessering praktyke huidiglik hanteer. Indien Ja, 

Hoe? Indien Nee, Hoekom? 

________________________________________________________________________

________________________________________________________________________

__________________________________________________________________ 
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5. Are there any alternative teaching strategies teachers use to assist you in classroom 

practice? If Yes what, if No why? / Is daar enige alternatiewe startegieё wat onderwysers in 

die klas gebruik om leerders te assister met uitdagings wat die Taal meebring? Indie Ja, 

wat? Indien Nee, hoekom? 

________________________________________________________________________

________________________________________________________________________

__________________________________________________________________ 

 

      6.  Describe your overall performance when administering Afrikaans subject 

           Assessment. / Beskryf jou algehele vordering in Afrikaanse assessering. 

________________________________________________________________________

________________________________________________________________________

__________________________________________________________________ 

7. Would you want the question papers to include alternative language use to assist you 

when writing assessment in language of learning and teaching? / Sou 

jyverkiesdatjouvraestellealternatiewe taal insluit om joumeningteverbreed? 

________________________________________________________________________

________________________________________________________________________

__________________________________________________________________ 

8. What freedoms do you have in terms of language use in assessment? / Wattervryheid 

het jy in terme van taalgebruik in assessrings? 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________ 

9. What is your understanding of translanguaging? / Wat verstaanjyonder term 

translanguaging? 

_____________________________________________________________________________

_____________________________________________________________________________

__________________________________________________________________________ 

10. Would you want teachers to incorporate isiXhosa as a language resource in classroom 

practice as well as formative assessment tasks? If Yes. Why, and how if No. why? Sal 

jyverkiesonderwysersmoet isiXhosa as n taal hulpbrongebruikonderigenassesserings take 

in die klas? Indien Ja, hoekomen hoe? Indien Nee, hoekom? 

____________________________________________________________________________

____________________________________________________________________________

____________________________________________________________________________

____________________________________________________________________ 
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Appendix E2: Parent Questionnaire 

 

 

Participant Code 

 

PLEASE DO NOT WRITE YOUR NAME! 

REFLECT ON YOUR EXPERIENCE IN YOUR CLASSROOM. PLEASE ANSWER THE 

FOLLOWING QUESTIONS BY PLACING AN X IN THE RELEVANT BLOCK/S OR WRITING 

DOWN YOUR ANSWER IN THE SPACE PROVIDED. YOUR ANONYMITY IS ENSURED. 

 

Section A 

General Information 

Relationship to child  

Parent Guardian Other 

 

Male/ Female _______                             Age___ 

Home Language_______                        Preferred Language of teaching for Child_________ 

 

 

Section B 

This questionnaire consists of questions relating to teachers’ ideas and views about classroom and 

assessment practices of multilingual learners. 

1. What is the language of learning and 

teaching of your child’s school? 

__________________________________

__________________________________

__________________________________

________________________________ 

 

2. Why did you choose Afrikaans as 

language of learning, teaching and 

assessment for your child?  

________________________________________________________________________

________________________________________________________________________

__________________________________________________________________ 

3. How does your child experience teaching 

and learning in Afrikaans as Home 

language? 

________________________________________________________________________

________________________________________________________________________

__________________________________________________________________ 
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4. Is your child coping with his/her current teaching, learning and assessment practices? If 

Yes how, if No why?  

________________________________________________________________________

________________________________________________________________________

_________________________________________________________________ 

 

5. Are there any alternative teaching strategies teachers use to assist your child in 

classroom practice? If Yes what, if No, why? 

________________________________________________________________________

________________________________________________________________________

__________________________________________________________________ 

 

      6.  Describe your child’s overall performance when administering Afrikaans subject 

           assessment? 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________ 

11. What freedoms do you have in terms of language use in assessment of your children? 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________ 

 

12. What is your perspective on translanguaging? 

______________________________________________________________________

______________________________________________________________________

______________________________________________________________________

__________________________________________________________ 
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Appendix F: Interview Schedules 

Appendix F1: Interview Schedule – Teachers 

Reflection on classroom and assessment practice 

1. How do you experience teaching and learning of multilingual learners? Refer to learner 

attitudes, mind-set, the need to succeed. 

2. What do you think your learners learned in the lesson? Did you achieve your lesson 

goal? 

3. Reflecting on your lesson. Describe learners’ performance in classroom participation 

especially in the context of drama literature and the language use associated with it. 

Do you think they understood the vocabulary used in the drama text? 

4. What was your take on learners’ responses when asked a question during the lesson? 

Referring to the language use in Afrikaans HL context. 

5. Are you comfortable to assist your learners with alternative language practices to 

enhance meaning making during teaching and learning of lessons? If yes how, if No 

why?  

6. Do you have the freedom at school and in your classroom to try any form of 

alternative language practices in teaching and learning? If yes what, if no, why?  

7. Are you open to allow isiXhosa learners to explain classwork to each other in isiXhosa 

to enhance meaning making? 

8.  In your opinion, do you think you catered for multilingual learners during the lesson? 

What progress did you see in your learners? 

9. Can you describe learners’ performance in assessment? Are they coping? Do they 

complete tasks or assessment activities? 

10. Areyou aware of the benefits of using two or more languages in a lesson? 

11. What is your perception and understanding of translanguaging? 

12. In your view, are there any factors that promote or hinder the development of 

translanguaging as resources for teaching and learning and assessment? 

 

Closure:  

 

What aspects in your work or lesson can be improved with alternative linguistic resources? 
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Appendix F2: Interview Schedule – Learners 

 

1. How do you experience the teaching, learning and assessment practices of the school? 

2. What did you learn during the lesson? Would you say you participated well during the 

lesson? Were you comfortable to ask questions or make contributions during the 

lesson?  

3. How did you find the vocabulary used in the drama lesson and text? Did you 

understand the content and the context of text? 

4. Do you have the freedom to communicate in isiXhosa with your peers during the 

lesson, especially when you struggle to understand or make meaning of the work? 

5. Did you feel the teacher catered for the multilingual context of the learners? 

6. Did you understand what was expected of you in terms of completing the activity? 

7. Do you understand the language used in Assessment tasks?  If Yes, how. If No, why?  

8. How do you describe your performance in classroom activities and assessment tasks? 

How are your results reflecting? 

9. Are you aware of the benefits of using two or more languages in a lesson? Are there any 

factors that promote or hinder the use of two or more languages as a resource for 

teaching and learning and assessment?  

10. What is your understanding of the term translanguaging? 

11. How often do your parents visit the school for intervention meetings? Do your parents 

assist you with your schoolwork? If yes how, if No why?   

Closure: 

What aspects in the lesson do you think can change or improve? 
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Intervew Schedule: Afrikaans Translation 

1. Hoe ervaar jy onderrig, leer en assesserings praktyke by die skool? 

2. Wat het jy geleer tydens die les? Was jou deelname goed tydens die les? Was jy gemaklik 

om vrae te vrae en bydra te lewer tydens die les? 

3. Hoe het jy die woordeskat gevind van die drama les en teks? Het jy die inhoud en konteks 

van die teks verstaan? 

4. Het jy die vryheid om met jou maats in Xhosa te praat tydens die les, veral as jy sukkel om 

mening te maak van die les? 

5. Voel jy die onderwyser het voorsiening gemaak vir die meertalige konteks van leerders? 

6. Het jy verstaan wat verwag was van jou om die aktiwiteit te voltooi? 

7. Verstaan jy die taalgebruik van assesserings take en aktiwiteite? Indien Ja, hoe, indien Nee, 

hoekom? 

8. Hoe besktyf jy jou vordering in klas aktiwiteite en assesserings take? Hoe reflekteer jou 

uitslae?  

9. Is jy bewus van die voordele van die gebruik van twee of meer tale tydens ‘n les? Is daar 

enige faktore wat die gebruik van twee of meer tale as ‘n hulpbron tydens onderig, leer en 

assessering kan hinder of bevorder? 

10. Wat verstaan jy van die term translanguaging? 

11. Hoe gereeld besoek jou ouers die skool vir intervensie vergaderings? Help jou ouers jou met 

jou skoolwerk? Indien ja, hoe. Indien nee, hoekom? 

 

Afsluiting:  

Watter aspekte van die les dink jy kan verander of verbeter? 
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Appendix F3: Interview Schedule – Parents 

 

1. Why are you keen to enrol your child/children in an Afrikaans dominant language 

school? 

2. How do you experience the teaching, learning and assessment practices of the school? 

3. Can you describe your child’s/children’s’ performance in assessment? How are their 

results reflecting? 

4. How often do you visit the school for intervention meetings? 

5. Do you assist your child with his/her school work? If yes how, if No why?   

6. What is your perception and understanding of translanguaging? 

7. Would you say your child/ children need assistance in meaning?  
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Appendix G: Observation and Evaluation Schedules 

Appendix G1: Observation Schedule for Lessons/Assessment 

Observation schedule for lessons/assessment 

EVIDENCE Always Often Sometimes Never 

Explain lesson outcomes 

and expectations in the 

beginning of lesson  

    

Learners interest 

throughout lesson 

    

Evidence of lesson plan 

and is it CAPS aligned 

    

Check learner’s prior 

knowledge, Making 

links beyond the 

classroom 

    

Discipline of learners 

during and after lessons 

    

Evidence of multilingual 

use and practice in class 

during lesson 

(oral/activity) 

    

Diversity of learners 

catered for e.g. 

allowance of 

multilingual practices or 

translanguaging during 

informal assessment for 

meaning making  

    

Level of learner 

participation (pair/group 

work) learner 

involvement 

    

Teacher engagement 

with individual learners 

and small groups in 

terms of feedback to 

learners 

    

Classroom environment 

learner and teacher-

friendly, resources  
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EVIDENCE Frequenc

y 

(ticks) 

Descriptive evidence 

Explain lesson outcomes 

and expectations in the 

beginning of lesson  

  

Learners interest 

throughout lesson 

  

Evidence of lesson plan 

and is it CAPS aligned 

  

Check learner’s prior 

knowledge, Making 

links beyond the 

classroom 

  

Discipline of learners 

during and after lessons 

  

Evidence of multilingual 

use and practice in class 

during lesson 

(oral/activity) 

  

Diversity of learners 

catered for e.g. 

allowance of 

multilingual practices or 

translanguaging during 

informal assessment for 

meaning making  

  

Level of learner 

participation (pair/group 

work) learner 

involvement 

  

Teacher engagement 

with individual learners 

and small groups in 

terms of feedback to 

learners 

  

Classroom environment 

learner and teacher-

friendly, resources  
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Appendix G1.1: Classroom observation during actual teaching and assessment for learning 

EVIDENCE Frequency 

(ticks) 

Teacher 1- 

Descriptive evidence 

Teacher 2 

Descriptive evidence 

Explain lesson 

outcomes and 

expectations in the 

beginning of lesson  

½ One of the participants explained the 

outcomes at the beginning of the lesson 

 

Second participant only 

mentioned outcomes in the 

middle of the lesson 

Learners interest 

throughout lesson 

2/2 learners were interested in lesson 

throughout lesson 

 learners were involved through 

participation but very limited 

participation 

 isiXhosa learners were not keen to 

participate  

 

learners were interested in 

lesson throughout lesson 

learners were involved 

through participation but 

limited participation 

occurredisiXhosa learners not 

keen to participate 

 

Evidence of lesson plan 

and is it CAPS aligned 

2/2 Both participants presented lesson plans 

before lesson started 

Clear evidence that participants were 

prepared 

Both participants presented 

lesson plans before lesson 

started 

Clear evidence that 

participants were prepared 

Check learner’s prior 

knowledge, Making 

links beyond the 

classroom 

2/2 Both participants checked learners’ prior 

knowledge before the lesson, during the 

lesson, especially when new concepts are 

introduced 

Both participants checked 

learners’ prior knowledge 

before the lesson, during the 

lesson, especially when new 

concepts are introduced 

Discipline of learners 

during and after 

lessons 

2/2 Learners portrayed excellent discipline 

through the lesson 

Learners portrayed 

excellent discipline 

through the lesson 

Evidence of 

multilingual use and 

practice in class during 

lesson (oral/activity) 

0/2 No evidence of multilingual use and 

practice in class orally during the lesson 

or while doing the activity 

While doing the activity, learners spoke 

isiXhosa to their peers  

No evidence of multilingual 

use and practice in class orally 

during the lesson or while 

doing the activity 

 

Diversity of learners 

catered for e.g., 

allowance of 

multilingual practices 

or translanguaging 

during informal 

assessment for 

meaning making  

½ Teacher 1 read in standard variety of 

Afrikaans  

Teacher 1 spoke in standard variety of 

Afrikaans 

There was no evidence during informal 

assessment to support or assist learners 

with meaning making.  

Some learners whispered in isiXhosa to 

each other. 

 

Teacher 2 mix the language 

(Afrikaans and English) and 

sometimes ‘Kaaps’ to explain 

to learners  

“Julle vestaan mos 2d en 3d. ja 

julle het al. gehoo van dit”. 

 

Did not have not have time to 

do activity in class due 

technical issues at school 

relating to timeframes but 

activity was given as 

homework 
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Level of learner 

participation 

(pair/group work) 

learner involvement 

2/2 bulk of learners were involved 

throughout the lesson but participation of 

isiXhosa learners was poor 

They answer questions and participated 

well in the lesson 

learners are part of the lesson  

 

bulk of learners were involved 

throughout the lesson but 

participation of isiXhosa 

learners was poor 

They answer questions and 

participated well in the lesson 

learners are part of the lesson  

Teacher engagement 

with individual 

learners and small 

groups in terms of 

feedback to learners 

2/2 Teacher always give feedback to learners 

during the lesson 

Teacher engage with learners throughout 

the lesson 

Learners are part of the lesson 

throughout 

Teacher always give feedback 

to learners during the lesson 

Teacher engage with learners 

throughout the lesson 

Learners are part of the lesson 

throughout 

Classroom 

environment learner 

and teacher-friendly, 

resources  

2/2 Classroom very neat/teacher and learner 

friendly 

Learners are comfortable in their desks 

with seating arrangements 

-COVID-19 rules of sanitation and social 

distance applied 

Teachers use both chalkboard and white 

board with projector as resource 

All learners had the literature reading 

book (Die Testament) for the lesson 

Learners are allowed to participate and 

also make mistakes 

Learners enjoy lesson 

Teacher1 shows learners that it is ok not 

to know certain things 

Teacher 1 also tell them she doesn’t what 

certain concepts mean to make learners 

feel comfortable 

Learner’s input is allowed 

She tried to make learners feel 

comfortable by speaking in ‘Kaaps’ to 

convince learners to participate “kom 

man moetie soe wiesie probee jy oek” 

Classroom very neat/teacher 

and learner friendly 

Learners are comfortable in 

their desks with seating 

arrangements 

-COVID-19 rules of sanitation 

and social distance applied 

Teachers use both chalkboard 

and white board with projector 

as resource 

All learners had the literature 

reading book (Die Testament) 

for the lesson. 

Learners are allowed to 

participate and also make 

mistakes. Learners enjoy 

lesson 

 

Reproduced: Hoffman, 2017 
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Appendix G1.2: Classroom observation during intervention teaching and assessment 

for learning 

EVIDENCE Frequenc

y 

(ticks) 

Teacher 1- 

Descriptive evidence 

Teacher 2 -

Descriptive 

evidence 

Explain lesson 

outcomes and 

expectations in the 

beginning of 

lesson  

1/2 Did not explain aims and 

outcomes explicitly at the 

beginning of the lesson, 

immediately jump to the content  

 

Did not make any reference to 

the title that has three different 

languages 

Testament, will, Ngaba 

 

Teacher explained 

what is the aim of the 

lesson in the 

beginning of lesson. 

Learners interest 

throughout lesson 

2/2 Learners were interested in 

lesson throughout lesson 

 

Learners were actively involved 

through participation 

 keen to participate 

 

Learners were 

interested in lesson 

throughout lesson 

Learners were 

actively involved 

through participation 

Keen to participate 

 

Evidence of lesson 

plan and is it 

CAPS aligned 

2/2 Presented lesson plans before 

lesson started 

 

Both participants 

presented lesson 

plans before lesson 

started 

 

Check learner’s 

prior knowledge, 

Making links 

beyond the 

classroom 

2/2 Did not check learner’s prior 

knowledge – referred to the 

previous lesson and referred to 

learners coming with own 

knowledge to class 

 

 

Asked questions to 

check prior 

knowledge before the 

lesson, during the 

lesson, especially 

when explaining 

content of lesson 

Discipline of 

learners during 

and after lessons 

2/2 Learners portrayed excellent 

discipline through the lesson 

Learners portrayed 

excellent discipline 

through the lesson 
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Evidence of 

multilingual use 

and practice in 

class during lesson 

(oral/activity) 

1/2  

 

 

 

 

 

 

 

 

 

 

 

2/2 

Evidence of multilingual use 

and practice in class orally 

during the lesson and while 

doing the activity 

 

Title is in three different 

language Testament, will, 

Ngaba 

 

While explaining the questions 

teacher uttered the word “ewe” 

to ask if they understood 

 

While doing the activity, 

learners spoke isiXhosa to their 

peers  

Little to no evidence 

of multilingual use 

and practice in class 

orally during the 

lesson  

 

Teacher did not 

explicitly tell learners  

They can use their 

mother tongue 

 

 

While doing the 

activity, learners 

spoke isiXhosa to 

their peers 

Diversity of 

learners catered 

for e.g., allowance 

of multilingual 

practices or 

translanguaging 

during informal 

assessment for 

meaning making  

2/2 One instance Teacher1almost 

spoke English and said to ooh 

die Afrikaans raak op! 

 

She used that to tell the learners 

that they should not be afraid of 

Afrikaans but alert the learners 

they can do it their own manner.  

 

“julle kan verduidelik in jou 

eie huistaal” (you can explain 

in your own language) 

Learners spoke in isiXhosa and 

English during the lesson and 

activity 

Teacher 2 did not tell 

learners explicitly 

that they are allowed 

to speak in their home 

language 

She said “verduidelik 

hoe julle dit verstaan” 

explain how you 

understand it) 

 

Learners spoke in 

isiXhosa and English 

during the lesson and 

activity 
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Level of learner 

participation 

(pair/group work) 

learner 

involvement 

2/2 Learners did not much 

participate during the lesson but 

were actively involved 

throughout the activity, 

especially isiXhosa learners 

 

They answer questions and 

participated well in the lesson 

Learners are part of the lesson  

 

Teacher made them feel 

comfortable- made some jokes 

in between so learners can relax 

Learners could be themselves, 

teacher motivated learners and 

praise them for work done a 

positive noise level occurred in 

the class. All learners were 

involved in the group activity 

Bulk of learners were 

involved throughout 

the lesson  

 

 

 

Teacher frequently 

asked questions to 

trigger participation 

 

Learners are part of 

the lesson  

Participation was 

excellent 

 

Teacher 

engagement with 

individual 

learners and small 

groups in terms of 

feedback to 

learners 

2/2 Teacher played a facilitated role 

throughout the lesson 

 

Always give feedback to 

learners during the lesson 

 

Teacher engage with learners 

throughout the lesson 

 

Learners are part of the lesson 

throughout 

Learners could ask questions if 

they were unclear 

Teacher always give 

feedback to learners 

during the lesson 

Teacher engage with 

learners throughout 

the lesson 

Learners are part of 

the lesson throughout 

While learners do the 

activity, the teacher 

walk around and 

facilitate the process. 

She also answers 

questions that 

learners ask and play 

a supportive role  
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Classroom 

environment 

learner and 

teacher-friendly, 

resources  

2/2 Classroom very neat/teacher and 

learner-friendly, reading corner 

Learners are comfortable in their 

desks with seating arrangements 

 COVID-19 rules of sanitation 

and social distance applied 

Teachers use both chalkboard 

and white board with projector 

as resource 

All learners had the literature 

reading book (Die Testament) 

for the lesson 

Learners are allowed to 

participate and also make 

mistakes 

Learners enjoy lesson 

Teacher1 shows learners that it 

is ok not to know certain things 

 

Classroom very 

neat/teacher and 

learner friendly 

Learners are 

comfortable in their 

desks with seating 

arrangements 

COVID-19 rules of 

sanitation and social 

distance applied 

 

Teachers use white 

board with projector 

as resource 

 

All learners had the 

literature reading 

book (Die Testament) 

for the lesson 

Learners are allowed 

to participate and also 

make mistakes 

Learners enjoy lesson 

 

Reproduced: Hoffman, 2017 
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Appendix G2: Teacher Evaluation Form (Afrikaans Translation) 

Participant Code 

PLEASE DO NOT WRITE YOUR NAME! 

REFLECT ON YOUR EXPERIENCE IN YOUR CLASSROOM AND DURING LESSON 

JOURNEY. PLEASE ANSWER THE FOLLOWING QUESTIONS BY PLACING AN X IN THE 

RELEVANT BLOCK/S OR WRITING DOWN YOUR ANSWER IN THE SPACE PROVIDED. 

YOUR ANONYMITY IS ENSURED.  

Vraag Ja Nee Kommentaar 

Was daar ‘n verskil tussen les 1 en les 2? 

 Verduidelik! 

   

Was daar ‘n verandering in leeromgewing?  

Indien Ja, hoekom. Indien Nee, hoekom? 

   

Is daar hoop vir isiXhosa leerders in Afrikaans 

Huistaal klaskamers? Hoekom sê jy so? 

 

   

Is daar ‘n nodigheid om isiXhosa leerders 

te ondersteun om mening te maak? Hoekom? 

 

   

Is dit nodig om ‘n isiXhosa opvoeder by die skool  

tehê? Hoekom? 

 

   

Was daar genoeg gedoen in die klas om die  

leerders te help met die proses om mening te 

maak? 

 

   

Dink jy die leerder lees gereeld lees? 

 

   

Beskik die skool oor ‘n aktiewe biblioteek? 

Indien ja, hoe help dit die leerders. Indien Nee, 

wat kan gedoen word om dit aktief te maak? 

 

   

Het elkeen hul eie woordeboek? Benodig elke 

kind een? Hoekom? 

   

Dink jy dat eksamens moet afgelê word in 

leerders se moedertaal. Hoekom? 

   

Het jy die nuwe model (translanguaging model) 

hulpsaam gevind? Hoe? 

   

Sal jy verkies die model moet toegepas word op 

‘n daaglikse basis? 

   

Verduidelik jou ervaring in les 1 en les 2 in terme van jou vermoë om die aktiwiteite te 

voltooi? 

 

 

Dink jy jou rol as onderwyser is belangrik in die klas? Hoekom sê jy so? 
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Het jou opinie teenoor isiXhosa as n taal verander na die eerste les? Hoe? En Hoekom? 

 

 

Wat is jou opinie oor groepwerk en paar werk? 

 

 

Wat anders kan gedoen word om isiXhosa leerders se ervaring te verbeter of versterk? 

 

 

 

Algemene Kommentaar 

 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

_______________________ 
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Appendix G3: Learner Evaluation Form (Afrikaans Translation) 

 

Participant Code 

 

PLEASE DO NOT WRITE YOUR NAME! 

REFLECT ON YOUR EXPERIENCE IN YOUR CLASSROOM AND DURING LESSON 

JOURNEY. PLEASE ANSWER THE FOLLOWING QUESTIONS BY PLACING AN X IN THE 

RELEVANT BLOCK/S OR WRITING DOWN YOUR ANSWER IN THE SPACE PROVIDED. 

YOUR ANONYMITY IS ENSURED. 

Vraag Ja Nee Kommentaar 

Was daar ‘n verskil tussen les 1 en les 2? 

 Verduidelik! 

 

   

Was daar ‘n verandering in leeromgewing?  

Indien Ja, hoekom. Indien Nee, hoekom? 

   

Is daar hoop vir isiXhosa leerders in Afrikaans 

Huistaal klaskamers? Hoekom sê jy so? 

 

   

Is daar ‘n nodigheid om isiXhosa leerders 

te ondersteun om mening te maak? Hoekom? 

 

   

Is dit nodig om ‘n isiXhosa opvoeder by die skool  

tehê? Hoekom? 

 

   

Was daar genoeg gedoen in die klas om jou te  

helpmet die proses om mening te maak? 

 

   

Lees jy gereeld? 

 

   

Beskik die skool oor ‘n aktiewe biblioteek? Indien 

ja, hoe help dit die leerders. Indien Nee, wat kan 

gedoen word om dit aktief te maak? 

   

Het elkeen hul eie woordeboek? Benodig elke kind 

een? Hoekom? 

   

Dink jy dat eksamens moet afgelê word in leerders 

se moedertaal. Hoekom? 

   

Het jy die nuwe model (translanguaging model) 

hulpsaam gevind? Hoe? 

   

Sal jy verkies die model moet toegepas word op ‘n 

daaglikse basis? 

   

 

Verduidelik jou ervaring in les 1 en les 2 in terme van jou vermoë om die aktiwiteite te 

voltooi? 

     

________________________________________________________________________
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________________________________________________________________________

________________________________________________________________________

____________________________________________ 

 

Dink jy die rol van jou onderwyser is belangrik in die klas? Hoekom sê jy so? 

 

 

 

Het die onderwyser se houding teenoor isiXhosa as ‘n taal verander na die eerste les? Hoe? 

 

 

 

Voel jy gemakilik om in groepe of in pare met jou maats te werk. Hoekom? 

 

 

 

Wat anders kan gedoen word om isiXhosa leerders se ervaring te verbeter of versterk? 

 

 

 

Algemene Kommentaar 
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Appendix H: Teacher and Learners’ Overall Experiences 

Appendix H1: Teacher Overall Experiences (Afrikaans Translation) 
Question/Vraag Frequency 

ticks 

Yes/ Ja 

Frequency 

ticks 

No/Nee 

Description 

Teacher 1 

Description 

Teacher 2 

Was daar ‘n verskil tussen  

les 1 en les 2? Verduidelik! 

 

2/2  Leerders was toegelaat om 

hulle huistaal te isiXhosa te 

gebruik om meaning making 

te doen. Dit het hulle baie 

gehelp 

Les 1 het gegaan oor die 

verduideliking van die 

verskillende dramas. Les 2 

het meer leerders deel 

geneem. 

Was daar ‘n verandering in 

leeromgewing?  

Indien Ja, hoekom. Indien Nee, 

hoekom? 

2/2  Leerders was ontspanne. Het 

samewerking gegee. Daar 

was active participation. 

Contribution in lesson. 

In die eerste les het ek nie 

data projector gebruik nie. 

Tweede les was data 

projector gebruik. 

Is daar hoop vir isiXhosa  

leerders in Afrikaans Huistaal 

klaskamers?  

Hoekom sê jy so? 

 

2/2  As daar die nodige support 

gegee word en leerders 

toegelaat word om hulle 

huistaal te gebruik om sin te 

maak van die werk sal hulle 

beter results kry. 

Indien ‘n leerder nie die 

Afrikaans terme verstaan 

nie, kan onderwyser in 

Engels verduidelik. 

Is daar ‘n nodigheid om  

isiXhosa leerders te ondersteun 

om mening te maak? Hoekom? 

 

2/2  Ja beslis. Daar is niks fout 

met leerders se intellectual 

ability nie. Hulle word 

benadeel deur hulle 

onvermoë om taal te verstaan 

en begrip te toon.  

Hulle word nie geonderig 

in hul huistaal of eerste 

taal nie. 

Is dit nodig om ‘n isiXhosa  

opvoeder by die skool te hê? 

Hoekom? 

 

1/2 1/2 Dit sal leerders help en 

ondersteun om meaning 

making in Afrikaans te 

beleef. It will be scaffolding 

to the learners. Learners can 

only benefit with an 

IsiXhosa teacher. 

Daar is verskeie skole, 

elkeen bied onderig in hul 

eie taal aan. 

Was daar genoeg gedoen in 

die klas om die leerders te  

help met die proses om  

mening te maak? 

 

1/2 1/2 As gevolg van die groot 

klasse vat dit soms tyd om 

huistaal van Xhosa leerders 

te akkomodeer. Ander 

leerders voel dit benadeel 

hulle wat slegs Afrikaans 

praat. Periodes is nie so lank 

nie. Onderwysers prober hul 

beste om te veseker dat 

leerders ten minste verstaan. 

Ondwerwysers verduidelik 

soms in Engels vir die 

leerders om te help verstaan. 

Ek het verduidelik in 

Engels indien hulle nie 

verstaan het nie. Ek het 

ook gevra dat die isiXhosa 

leerders wat wel verstaan, 

die ander verduidelik sal 

verduidelik in isiXhosa. 

Dink jy die leerder lees 

gereeld lees? 

 

 2/2 Lees is ‘n groot problem 

want leerders word soms net 

by die skool bloodgestel aan 

lees. 

Hulle woordeskat is nie so 

breed nie, sinskonstruksie 

waneer hulle praat is swak 
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Beskik die skool oor ‘n 

aktiewe biblioteek? Indien 

ja, hoe help dit die 

leerders. Indien Nee, wat 

kan gedoen word om dit 

aktief te maak?  
 

 2/2 Die biblioteek word as 

klaskamer gebruik. Leerders 

word nie toegelaat om 

biblioteek vir lees te gebruik  

nie.Die skool  kan lees 

periode twee keer per week 

het sodat biblioteek aktief 

kan wees. 

Die skool kan dit 

beskikbaar maak vir 

leerders. Leerders kan dan 

lees sowel as navorsing 

doen. 

Het elkeen hul eie 

woordeboek? Benodig 

elke kind een? Hoekom? 

 2/2 Skool het nie genoeg 

woordeboeke nie. Ouers kan 

nie bekostig om te koop nie. 

Elke kind benodig ‘n 

woordeboek. Waneer ‘n 

leerder die betekenis van 

die woorde verstaan, 

verstaan die leerders die 

sin, sowel as die 

instruksies. 

Dink jy dat eksamens 

moet afgelê word in 

leerders se moedertaal. 

Hoekom? 

 2/2 Nee, leerders kan soms net 

die moedertaal praat maar dit 

nie lees of skryf nie. Hulle 

benodig net ondersteuning. 

Dit is ‘n Afrikaans 

medium skool. 

Het jy die nuwe model 

(translanguaging model) 

hulpsaam gevind? Hoe? 

2/2  Baie, dit verbeter leerders se 

meaning making. Dit het 

leerders se deelname 

verbeter tydens les en 

groepwerk. Leerders was 

meer gemaklik. Hulle het 

vrae gevra. Die klas 

omgewing was meer 

lewendig. 

Dit het baie gehelp. Die 

leerders het meer verstaan 

waaroor die les gaan.  

Sal jy verkies die model 

moet toegepas word op ‘n 

daaglikse basis? 

2/2  Ja defnitief dit sal uitsale 

verbeter van leerders en 

skool. 

Leerders sal dan beter 

verstaan, en beter vaar in 

hul skool werk. 

 

 

 

 

 

 

 

 

 



 

319 

 

Appendix H2: Learner Overall Experiences (Afrikaans Translation) 

Question/Vraag Frequenc

y ticks 

Yes/ Ja 

Desc ription Frequenc

y 

ticks 

No/Nee 

Description 

 

Was daar ‘n verskil tussen les 1  

en les 2?  Verduidelik! 

 

11/26 LB2-Die onderwyser het 

verbeter, sy het seker 

gemaak da tons verstaan. 

LB3- ek het les 2 meer 

verstaan 

LG1- in les 2 het juffrou 

meer verduidelik en vir ons 

meer vrae gevra 

LG3- Les 2 was meer 

gemaklik en meer 

ondersteuning van die 

onderwyser 

LG8- Hulle het die werk 

verduidelik en meer in detail 

gegaan met moelike terme 

5/26 10 did not answer 

 

LG5-Altwee lesse 

was dieselde geen 

verandering 

LG7- Nee daar was 

nie, juffrou het ons 

gehelp en verduidelik 

as ons nie verstaan 

nie, in albei lesse 

 

Was daar ‘n verandering in 

leeromgewing?  

Indien Ja, hoekom. Indien 

Nee, hoekom? 

9/26 LB5- Die leerders het 

gewoont geraak aan mekaar 

LG4- Yes, every student 

could understand and 

participate 

LB4- Ek kon met my 

vriende praat daaroor 

LG8-die juffrou het Engels 

en Afrikaans verduidelik om 

vir ons makliker te maak 

LB3- Hulle help nou 

leerders en gee huiswerk 

6/26 11 did not answer 

 

 

LG3- ons kan nog 

steeds nie sommige 

woorde verstaan nie 

soomige opvoeders 

help nie vir ons nie. 

LG10-Nee ek het dit 

nie verstaan nie 

LG7- Nee daar was 

geen verandering nie 
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Is daar hoop vir isiXhosa 

leerders in Afrikaans Huistaal 

klaskamers? Hoekom sê jy so? 

 

12/26 LG4- Hulle word gehlp deur 

hulle klagtes 

 

LG7- Ja daar is. Daar moet 

net meer boeke beskikbaar 

wees. Hulle moet gereeld 

lees en indien verstaan nie, 

om te vra 

LB4- daar is hoop want die 

proses is besig om ons te 

help 

LG4- yes because it gives 

other students opportunity to 

learn other languages they 

not used to. 

LG2- Ja want Afrikaans is ‘n 

belangrike taal in die wêreld. 

6/26 8did not answer 

 

LB 7-Omdat hulle 

wil ook leer maar 

hulle verstaan nie dit 

reg nie 

LG2- Die 

meerderheid Xhosa 

leerders verstaan nie 

Afrikaans nie 

 

LG9- Nee, almal 

verstaan nie so goed 

nie en sukkel baie 

LG8- they trat us 

different from our 

Language and the 

teachers like saying 

that we shouldn’t 

speak Xhosa, but 

sometimes it is easy 

to explain the work to 

each other. 

LG6- ek sal sê daar is 

nie hoop vir almal nie 

want som van ons 

verstaan net ‘n bietjie 

Afrikaans 
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Is daar ‘n nodigheid om 

isiXhosa leerders te ondersteun 

om  

mening te maak? Hoekom? 

 

26/26 LB1- Alle leerders is 

belangrik 

LB7- omdat hulle het ook 

regte 

LG9- Ja sodat hulle meer 

verstaan 

L8- we do need help because 

sometimes the Afrikaans 

terms can be very hard  

LG6 Ja, want somtyds 

verstaan ons nie die 

moeilike woorde van 

Afrikaans nie 

LB8- Dit sal baie help waar 

ons so vas hak of nie 

verstaan nie 

 

LB4- want veral wanneer dit 

kom by take dan kan ndie 

leerders nie help vra by die 

huis nie want die ouers 

verstaan nie 

LG7- daar is sekere woorde 

in Afrikaans wat ons nie 

eintlik ken 

  

Is dit nodig om ‘n isiXhosa  

opvoeder by die skool te hê? 

Hoekom? 

 

18/26 LB1-Ons die onderwyser 

beter verstaan 

LB7- som van ons verstaan 

isiXhosa beter 

LG2- omdat ander leerders 

verstaan nie die werk wat in 

Afrikaans gegee word nie 

LG8- so they can explain the 

work we don’t understand in 

the classroom. 

LB6- so that we can 

understand better and know 

the difference 

LG7- Dit kano ns help en 

dan sal daar iemand is wat 

vir ons in ons moedertaal 

kan verduidelik 

LG5- sommige tye 

verduidelik opvoeders in 

beide Afrikaans en Engels 

maar ek verstaan nogsteeds 

nie. 

LG6- Daar meot meer as een 

Xhosa opvoeder wees. 

1/26 7 did not answer 

LG4- want die skool 

is Afrikaans so die 

leerders het gekom 

om Afrikaans te leer 

nie isiXhosa nie 
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Was daar genoeg gedoen in die  

klas om jou te help met die  

proses om mening te maak? 

 

21/26 LB4- want ek kon verstaan 

LG7- Ja hulle het ‘n leerder 

gevra om dit vir my te 

verduidelik 

LG8- the teacher was very f 

riendly and made everything 

easy and understandable 

LG2- Die opvoeder het die 

les ook in Engels afgelê en 

meer inligting afgelewer oor 

die les 

LB1- Die opvoeder het die 

less ook in Engels afgelê 

LG4- Die opvoder het die les 

ook in Engels afgelê, daarna 

was meer kennis oorgedra 

5/26 LG3-baie keer nodig 

ons woordeboeke en 

daar is nie genoeg vir 

almal in die klas nie. 

LG6- nee, want as 

ons iets vra wat ons 

nie verstaan nie dan 

verduidelik die 

onderwyser nie vir 

ons nie 

LB2- ek maker nog 

tyd 

LB3- As daar meer 

tyd is, sale k verstaan 

Lees jy gereeld? 

 

12/26 Ja, dit help my op die vak te 

verstaan 

LB6- om meer kennis te dra 

van lees 

LG8- it helps a lot 

LG3- om my Afrikaans en 

leesvaardigheid te verbeter 

LG6- to improve the 

language better and to just 

improve my accent on that 

specific language 

8/26 6 did not answer 

LG6- No, I don’t like 

reading 

LB7- omdat van die 

leerders verstaan dit 

nie lekker nie 

LG4- Dit is nie ‘n 

voorreg nie 

Beskik die skool oor ‘n 

aktiewe biblioteek? Indien 

ja, hoe help dit die 

leerders. Indien Nee, wat 

kan gedoen word om dit 

aktief te maak? 

 

 

5/26 LG7- Dit het een, maar dit 

help nie altyd nie. Dit hey 

nie baie boeke wat ons kan 

help nie. 

LG6- The learners don’t go 

there, because I don’t know 

so I don’t think there is any 

use of the library. 

21/26 LG10- Dit gee nie lus 

om te gaan lees en 

daar is nie lekker 

boeke nie 

LG1- by ons skool is 

daar nie ‘n bib lioteek 

nie en ons nodig dit 

sodat on Afrikaans 

boeke kan lees om 

meer te verstaan en 

nuwe woorde te ken. 

LG7- Hulle doen nie 

eers moeite nie. 

LG5- Nee, want daar 

waar die biblioteek 

gewees het, is ‘n 

klaskamer. 

LG9- Dit is nie aktief 

nie. 
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Het elkeen hul eie 

woordeboek? Benodig 

elke kind een? Hoekom? 

1/26 LB4- ek het my eie 

woordeboek by die h uis 

25/26 LG6- each child 

needs a dictionary so 

that we can know the 

difficult words. 

LG9- Dit gee mening 

aan woorde wat ons 

nie verstaan nie. 

LG4- Elke leerder 

benodig ‘n 

woordeboek want 

daar is woorde wat 

hulle nie weet wat dit 

beteken nie, dus is die 

woordeboek die 

oplossing. 

LG8- We need them 

LG1- ons benodig dit 

soda tons die woorde 

wat ons nie verstaan 

te soe ken om ons 

woordeskat te 

verbeter. 

LB2- sommige 

woorde is onbekend 

en leerders sal 

‘nstorie lees en niks 

verstaan nie.   

Dink jy dat eksamens 

moet afgelê word in 

leerders se moedertaal. 

Hoekom? 

12/26 LG2- omdat abie leerders 

verstaan nie die vrae in 

ander tale nie. 

LG7- dat die leerders kan 

verstaan wat aangaan 

LG5- soda teen en elke 

leerder kan verstaan wat 

aangaan in die eksamen. 

LB7- some of the learners 

don’t understand Afrikaans 

properly. 

LG8- to help us 

12/26 1 did not answer 

1 yes and no 

LG1- Ja sodat die 

kinders die eksamen 

verstaan 

Nee, want dit is ‘n 

Afrikaans skool 

LB2- Nee, want 

leerders moet meer 

gewoont raak met die 

huistaal in hul report 

LG4- maar al drie 

tale moet bygevoeg 

word, e.g. Xhosa, 

English, Afrikaans 

LG3- Ek dink almal 

sal slaag en almal 

voel gemaklik in hul 

moedertaal. 
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Het jy die nuwe model 

(translanguaging model) 

hulpsaam gevind? Hoe? 

15/26 LB4- ons kon met mekaar 

gepraat het 

LG9- Dit het my meer laat 

verstaan 

LG8- baie woorde wat ons 

nie verstaan nie was 

verduidelik 

LB8- Dit sal huplsaam wees 

dan is da ar ‘n taal wat ook 

gan maak laat jy verrstaan 

LG5- nou voel ek n ie skaam 

om iets te vra as ek nie die 

geod verstaan nie. 

LG6- yes, because we can 

understand better and 

communicate 

10/26 1Did not answer 

 

No explanation given 

why learners chose 

no. 

 

Sal jy verkies die model 

moet toegepas word op ‘n 

daaglikse basis? 

26/26 LGB- dit sal baie help 

LG7- Dit sal ons help indien 

ons vas hak. 

LG4- Dit is hoe die Xhosa 

kinders vertsaan 

LG5- Dis baie huplsaam 

LG6- Ewe ngoba iyasinceda 

kwama gama anzima 

LG2- dit help isiXhosa 

leerders beter verstaan 

LG3- ons sal nooit weer 

sukkel om woorde te 

verstaan nie. 

LB7- It will be much better 

for some of us learners to 

understand better 

LG10-Dit sal ons as Xhosa 

leerders baie beteken 

  

Reproduced: Hoffman, 2017 

 

 

 

 

 

 

 

 



 

325 

 

Appendix I: Confirmation of Editing Services 

 

Goodwood Estate 

Cape Town 

7460 

 

23 June 2023 

 

 

TO WHOM IT MAY CONCERN 

 

I hereby confirm that I have proofread and edited the following dissertation using the Windows 

‘Tracking’ system to reflect my comments and suggested corrections for the author to action: 

 

Exploring Multilingualism as a Resource in Afrikaans Home Language Teaching and 

Assessment in Grade 10 

 

 

 

__________________ 

Dr Agnetha Arendse (PhD, M.Ed, Honours, B.A., PGCE, TEFL) 

Academic Writer and Editor 

Email: abba.plc7@gmail.com   

Cell: 076 730 7802 

 

 

 

 

 

 

 

 

 

mailto:abba.plc7@gmail.com

