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ABSTRACT

Language and Identity in the Academic Performance and Portraiture of Black

BEd Foundation Phase students

This thesis was an exploration of the convergence of the phenomena of language
and identity in relation to Black African BEd Foundation Phase (BFP) L2 students
within the context of a historically white institution. The study looked at the
implications for epistemological access and ontological development, in relation to
these phenomena, within a transformative and critical emancipatory ideological
orientation. With this in mind, the review of the literature focused on language and
identity, using the theoretical lens of the Transformative Paradigm theoretical
framework and the associated lenses of Transformative Learning, Critical Pedagogy
and Critical Emancipatory Research (CER) theory. The study adopted a Qualitative
Research paradigmatic position which was in keeping with a bricoleuric multi-
perspectival stance. To this end a representative sample of the cohort under study

was examined from an interpretivist phenomenological perspective.

The data revealed the epistemological and ontological implications as well as the
concomitant power relations of the hegemony and dominance of English as one of
the two media of instruction, deconstruction and construction. The underlying
intention was to make a contribution towards the development of strategies that will
promote a culture of critical consciousness and reflectivity. This was done in
pursuance of an agenda for transformative praxis and in consideration of critical
emancipatory research theory where the participants in this study were regarded as

co-constructors and co-negotiators.

Recommendations pertaining to the cohort’s support are proffered based, inter alia,
on their responses, the researchers’ observations, and the researcher’s experiential
insights. It is envisaged that these recommendations will have positive ramifications
for scholarly transformative and cyclical emancipatory agency which will, in turn,
have a positive bearing on the participants’ roles as Black South African Foundation

Phase education practitioners.
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CHAPTER 1
OVERVIEW AND ORIENTATION

11 INTRODUCTION

This thesis will focus on the convergence of the phenomena of language and
identity, with specific regard to their bearing on the academic performance and
portraiture of Black African BEd Foundation Phase at the University of Pretoria. In
this study, the convergence of these phenomena is seen to have epistemological
and ontological implications. Furthermore, in view of the associations of these
phenomena with cognitive and affective factors, the study uses as a point of
departure, the assertion that a university education should raise the intellectual and
moral tone of individuals. In this case the individuals are members of the cohort
referred to above. The premise of this study thus connects to the view that the
academia should give due consideration to emotional, moral and intellectual
formation rather than mere memorizing of information (Bignold, 2012). This is an
echo of the opinion expressed by Newman (1852 in Ker, 1976), in consonance with
the positional orientation of this study. Despite the distance in space and time, the

study finds apt resonance in the stance that:

A university's training aims at raising the intellectual tone of society, at cultivating
the public mind, at purifying the national taste...at giving sobriety to the ideas of
the age. It is education which gives a clear and conscious view of one’'s own
opinions and judgements, a truth in developing them, an eloquence in expressing

them and a force in urging them (Newman, 1852 in Ker, 1976:154).

The above quotation is an apt encapsulation of this study’s underlying thematic
concerns and transformational agenda pertaining to language and identity as
convergent components in academic performance and portraiture. These
phenomena are, for purposes of the arguments presented in this study, associated
with intellectual and affective factors. In spite of the significant time and spatial
difference Newman'’s ideas bear relevance and are valid for the assumptions and

orientation of this thesis.
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The study is positioned within a transformative and emancipatory theoretical
framework that foregrounds the role of language and identity as factors that have a
significant bearing on the academic performance of Black African BEd Foundation
Phase students (henceforth BFP students or the BFP cohort) at the University of
Pretoria. In this study, the term “Black” is also used in reference to “L2 speakers of
English” because English is not their first language. A further delineation of this
cohort is that they come from schools that are situated in rural, peril-urban or urban

areas which were designated as Black African residential areas under apartheid rule.

The medium of instruction is, more often than not, in principle, English but in
practice, learners are taught in their respective Home Languages, as is confirmed by
the data in Chapter 4. The primary intention was to interrogate the assumption, and
respond to the questions relating to the convergence of identity and language as key
factors in this cohort’s academic performance and portraiture. This was viewed with
specific reference to their status as students in a historically white institution, in this
instance, the University of Pretoria. It should be pointed out that performance, within
this study, refers specifically to both the ability to participate actively in a team or
group discussions and the ability to communicate effectively within academic

contexts.

The intersection of language and identity, including the extent to which they posit
themselves as inter-connected threads that are significant factors in performance
formed the fulcrum of this study. In the study, language was linked to
epistemological access — which is associated with the ability to reflect an
understanding of concepts, while identity was connected to the cohort’'s ontological
development and identity formation. The convergence of language and identity into
an intertwined strand is, for purposes of this study, referred to as ‘epistology’. This
study brought to the fore the creation of the phenomenon of epistology in the
academic performance and academic portraiture of this cohort. | proffer this strand
as a novel idea pertaining to the role of the interconnectedness of language and
identity in academic performance and portraiture in relation to the cohort under
study. A further discussion and visual imaging of the construct of epistology and its
association with the creation of learning environments will be presented later in the

study.
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The study endeavours to make a contribution to the corpus of knowledge that is
dedicated to breaking the vicious cycle of multi-dimensional under-performance
through a collaborative approach involving key role-players. The under-performance
is linked to several key factors which will, however, not form part of the key focus of
the study. The issues raised in this study bear relevance, in light of, inter alia, the
observation that South Africa has been ranked 37" out of a 45 nation sample in a
study on Early Childhood Education. The 2012 study, conducted by the Economist
Intelligence unit, was commissioned by the Lien Foundation (2012) and used quality
indicators such as the overall level of training of teachers and curriculum design as

measures.

It is worth noting, for illustrative purposes that, in contrast, Finland ranked 1% based
on the attention it paid to these aforesaid indicators. The Finnish success story is
brought into focus, albeit implicitly, as a reference point with regard to the cyclical
impact of education. Sahlberg (2007) shows how Finland rose from an agrarian
economy that had a poor economic rating to a nation that has been ranked 4 times
as the world’s most competitive economy. Finland has been lauded for turning round
its agrarian and declining economy to become one of the leading economically
viable nations with a notable knowledge economy (Sahlberg, 2007). This has been
ascribed to the high regard for quality education in general and a specific focus on
multi-layered and multi-pronged high quality in Foundation Phase Education.

It could be rightly argued that the Finnish success story is a debatable example of
comparison for the South African context. However, this example is used for
illustrative purposes only and the intention is neither to make a case for its wholesale
adoption nor is it an advocacy to parrot or mimick it. The reason for mentioning it
here is to elicit and prompt a response that will result in the interrogation of the
factors that account for the Finnish success and find parallel areas that could
facilitate at least partial replication in the South African context. The lecture by Jukka
Alava, former director and emeritus professor in the Institute of Educational
Leadership at the University of Jyvaskyla, is instructive in this regard. In this lecture
themed, “Education in Finland: working in a paradise or wasteland”, held at the
University of Pretoria in October 2014, (In-tuition, 2014:23) he gave an overview of
Finland’s proverbial rising from the ashes. The turn-around strategy involved placing

3|Page
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a high premium on education and reinforcing that agenda by elevating the teaching

profession to a place of prominence.

The link between education and the economy was not part of the direct focus of the
study. However, it is worth noting that the improvement of maintenance of quality
education standards has implications for the overall well-being of society. Jansen
(2011:100), in his critigue of South Africa’ education system, draws attention to the
disparity between the substantial investment in the education system — which at the
time of writing constituted 20% of government spending — and the relatively low
outputs. He voices the concern that, despite a significant investment in education,
“...the evidence is consistent over a number of years that the South African
education system is one of the least productive in the southern African region.”
According to him, there are common indicators that show a repeat pattern of low
productivity, and these include grade repetition and high dropout rates. However, in
his critique of the South African education system Jansen (2011) makes mention of
instances of schools that demonstrated good practice. This is in tacit support of the
case the study is making for transformative praxis and critical consciousness on the
part education practitioners. He points out several key constituents of the systems
that reflect efficacy such as discipline and the maintenance of good quality
standards. In another study, (Jansen and Taylor, 2003) the South African state’s
efforts of educational reform in post-apartheid South Africa are lauded thus implicitly

pointing towards the potential for a successful transformative turn-around strategy.

The concern for quality education is not just a concern for the improvement of
education for education’s sake, but also because of an underlying assumption that
guality education has cyclical positive implications for the improvement of students’
living conditions and, ultimately, for the improvement of academic performance
(Jensen,2009). The sentiment that the improvement of education is regarded as
pivotal for development has, by implication, been echoed by the Minister of Higher
Education, Dr Blade Nzimande in his (9" December 2014) address to Deans and

Heads of Schools of Education when he pointed out:

Of all the faculties at universities education faculties directly support other
education sub-sectors through the teachers you produce and develop for these
sectors, and through your research, knowledge production and community

engagement activities in these sub-sectors.
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It should be borne in mind that the aim of improving education standards for the
Foundation Phase pre-service student cohort is not an end in itself. It is a means
towards the end of improving quality standards of education while being cognisant of
the pivotal role that Foundation Phase Education plays in the education system as a
whole. In his speech, Nzimande (2014) highlighted the need for focusing on the
shape and quality of teacher education. He further expressed concern at the
shortage of Foundation Phase and Intermediate Phase teachers. He stressed that it
was important to not only draw attention to the need to increase the number of
student enrolments but to concomitantly place a high premium on “...what actually
happens in teacher education programmes and the quality of the teachers produced
through these programmes”. The issue of shape and quality is particularly pertinent
to this study because of its emancipatory concern in contributing to the strengthening
of the Foundation Phase Education process.

The link between education and the economy is reinforced through the assertions by
Jensen (2009) and Bernstein (1990) respectively that socio-economic factors play a
significant role in performance. Even though this was not the direct focus of this
study it bears relevance, because of the profile of the BFP cohort. Bernstein’'s
(1990) observation regarding the complex interrelationship between different aspects
of society, the implications for the distribution of resources, and the effects of low
socio-economic status on academic performance is brought into view in this study
(Jensen, 2009). In spite of the significant strides that have been made in school
enrolments there is a concern that the situation remains critical in many parts of the
African continent. The EFA Global Monitoring report (2011:3) adds to the concern by
pointing out the effects of poor nutrition on learners in the Sub-Saharan region
which, in turn, has negative implications for scholastic performance. The report also
draws attention to how “prospects for entry, progression and completion of primary
school are closely linked to household circumstances” and the fact that, “children
who are poor, rural or from ethnic or linguistic minorities face higher risk of dropping
out”. Even though this was said with specific reference to the situation in Senegal it

is reflective of the South African context.

The injunction of the report on all counts pertaining to these anomalous situations is
that there is a need to tackle them on several fronts. These include the

implementation of policies that are aimed at reducing poverty-related factors and
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problems linked to education quality and increasing the income of poor families
(Global monitoring report, 2011:3). The report further makes a case for relevant
literacy programmes that are supported by strong leadership as well as appropriate
methods and language of instruction. Namibia is cited as a case in point of a country
that has, to its credit, put in place plans for aligning literacy programmes with local
needs, contextually appropriate curriculum development, design of fit-for-purpose

learning material and training of instructors as well as decentralised evaluation.

The argument here is that one cannot refer to the improvement of education
standards without referring to the factors that have a negative impact on
performance. It is argued during the course of this study that the quality of teacher
training, with specific reference to the components of language and identity, is critical
because of the role of these factors in the academic performance of the cohort under
study. It is envisaged that the findings of this study will contribute towards a means

that will make a significant contribution towards this emancipatory end.

However, it is fair to point out that in spite of the negativity and apparent gloom
surrounding the status of education in South Africa there are significant positive
changes that have been made in post-Apartheid South Africa, as reported for
example, in a report about education reform by Jansen & Taylor (2003). In this case
study of education reform the focus is on three interventions, namely, education
finance reform, curriculum reform and the teacher rationalization process. The
purpose of the report was to contribute towards the knowledge base of education
reforms, with specific reference to developing countries. In this report, the state of
South Africa is lauded for succeeding in generating appropriate governing
frameworks and centralising the education system, despite the complexities of the
unequal society it inherited. The report points out the establishment of the National
Qualifications Framework as a means to facilitate and effect systemic and systems
change. The Department of Education and Department of Labour (2002:131)
stipulates in this regard that:

The National Qualifications Framework was established as an emblem and
an instrument of the single national high-quality education and training
system that democratic South Africa aspired to create. Thousands of South

Africans have participated in its shaping and development. In a remarkably
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short space of time the NQF has become woven into the fabric of the South

African learning system.

A further commendation is made regarding South Africa’s success in (at the time of
the report) achieving among the highest participation rates in African education.
Special attention is also drawn to the high participation rates for girls, as opposed to
other countries in the continent. This achievement is laudable particularly in the light
of the challenges in the previous era and infrastructural challenges. These are
alluded to in this chapter (See 1.9). The expenditure on education, in an effort to
overcome these challenges, is mentioned in a different discussion by Jansen (2011)
albeit in a tone of disillusionment. Regardless of this, however, the report on
education reform by Jansen & Taylor (2002) provides significant evidence of the
good intention to make strides in education. This study is, in some way, an effort to
contribute towards those initial thoughts of reform.

1.2 PURPOSE AND RATIONALE

As already pointed out, one of the study’'s underlying agenda was to contribute
towards the transformation of the Foundation Phase Education landscape as it
pertains specifically to BFP students and their status in a historically white institution.
The intention was to look at the convergence between language and identity and
how such convergence contributes to the epistemological access and ontological
development of the students as part of their academic progression, and with

particular implications for their professional development.

The cascading effect of the transformation mentioned above — in terms of the
potential to influence Foundation Phase Education teaching and learning — is
brought into tangential focus. Academic identity that is geared towards professional
identity formation is also mentioned, albeit briefly. The study has strong critical
pedagogy and transformative learning leanings, which are in keeping with Mezirow’s
(2000) view that transformative learning is a means towards meaning shifting that
involves profound personal change Mezirow (2000). A further reason for the stance
adopted in this study is the view of the Black identity as it pertains to this cohort.
Studies such as the ones conducted by, for example, Stewart (2002,2008) provide
evidence of the identity-related challenges and struggles of Black students who have

to negotiate meaning on various fronts within the unfamiliar contexts of white
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institutions. Even though these studies pertained to the American context they bear
relevance for the South African context and specifically for the cohort that is the
subject of this study. In both contexts, that is American and South African, there is a
need for an emancipatory approach that will counteract the negative effects of the
afore-mentioned identity struggles and their effect on the portraiture and

performance of these Black cohorts.

The study’s research agenda was positioned as part of a collective responsiveness
towards the national mandate to address the dearth of appropriately qualified Black
Foundation Phase Education teachers, by providing quality teacher education
programmes. This clarion call resulted in an inter-institutional EU-funded
collaborative research initiative that had, as its primary objective, the development
and strengthening of Foundation Phase teacher education programmes.

In a study conducted by Green, Parker, Dawn and Hall (2011) they highlighted the
fact that the demand for qualified Foundation Phase teachers exceeds the supply.
As will be pointed out later, this fact has circular implications for academic
performance and, thus, falls within the radar of this study, albeit obliquely. It should
also be pointed out that this study does not discount the multi-layered work that has
been done thus far in teacher education programmes, nor does it purport to provide
a panacea for the multifaceted problems that are a feature of teacher education in
general and Foundation Phase education, in particular. As revealed through the
findings and recommendations, the intention of the study is to make a contribution
towards providing emancipatory and transformative solutions for the language and

identity-related challenges of the BFP cohort.

The study used the call by the DHET to develop and strengthen the Foundation
Phase BEd as a point of departure for examining the factors that have a bearing on
the improvement of the academic performance of the Black Foundation Phase
cohort that is examined here. While the ultimate aim of the DHET (Department of
Higher Education and Training) is to improve the entire Foundation Phase teaching
spectrum this does not necessarily fall within the immediate ambit of this study.
There is, however, an underlying contention in this study that the improvement of the
academic performance of Foundation Phase teachers will invariably contribute to the
improvement of the quality of the FP teachers and, consequently, the performance of

learners in the Foundation Phase. In turn, it is envisaged that these improvements
8|Page

© University of Pretoria



will have a positive impact on Basic education with positive ramifications for
education as a whole. Such an assumption in interrelated societal transformation
through improvements in education is supported by others such as Jensen (2009) &
Jansen (2011).

The views of Bernstein (1990) regarding the role of meaning-making systems and
pedagogical codes of transmission and acquisition in education, also informed the
study’s investigation. Furthermore, the study’s rationale was informed by the need to
contribute towards the increase and successful completion of studies of these
students. As such, the thesis can be positioned within the context of empowerment
and critical emancipatory theory (Kincheloe, McLaren & Steinberg, 2007;
Mahlomaholo, 2009). That is to say, the study was partially couched within a critical
emancipatory research orientation, which also has as its aims both a focus on
transformative endeavour and an achievement of emancipatory consciousness-
raising (Grinberg, 2003; Mahlomaholo, 2009; Kincheloe, 2008). As will be explained
during the course of the thematic discussion, this study adopts the theoretical
orientation of a bricolage.

Of further pertinence to this study, therefore, is the view that “bricoleurs, as critical
researchers, take into account the epistemological and ontological diversity of the
social fabric [while acknowledging] that ontology and epistemology are linked
inextricably in ways that shape the task of the researcher” (Kincheloe et al.,
2007:170). Thus, in this study there is a leaning towards the theoretical modus
operandi of a bricolage meaning that there is a measure of theoretical negotiation in
pursuit of the best theoretical position of attaining the fulfilment of the underlying
emancipatory agenda of the study. This explains the use of the Transformative
Paradigm as an overarching theoretical framework in tandem with its associated

theories.
1.3 SIGNIFICANCE OF THE STUDY

As pointed out, (in 1.2 above) this study was undertaken as part of a collaborative
and collective effort by national institutions of higher education and in response to
the mandate by the DHET to improve and develop BEd Foundation Phase
Programmes. In this study language is regarded as a cognitive factor which has

implications for epistemological access. ldentity is regarded as an affective factor

9|Page

© University of Pretoria



with implications for ontological development and the acquisition of appropriate
graduate attributes. For purposes of this study, both these factors were envisioned
as forming a nexus that has a bearing on the academic performance and portraiture
of the cohort. This ultimately has implications for throughput in relation to the cohort
under study. The significance of the study thus lies in its potential to make a

contribution in this regard.

At the time of conceptualisation of this study, the University of Pretoria, stipulated a

dual language mode of instruction:

Afrikaans and English are to be used and developed as academic languages in
order to achieve excellence in academic communication (University of Pretoria

Language policy document number R16/10).

The students that were the focus of this study attended English medium classes.
The primary distinguishing feature of these students was that they were L2 speakers
of English; that is; English was their second or even third language. The study
looked at the implications of language, as a cognitive factor, for their academic
performance, particularly in modules where lexical/semantic comprehension of the
text contributed significantly towards meaning-making and epistemological access.
The study, therefore, pursued the argument that language should not be regarded in
the narrow sense of knowledge of the structures and vocabulary of English or
vehicle for communicating academic discourse, but as an ideological construct which

has implications for the students’ identity as members of the academic community.

The importance of the study hinges on its intention to contribute towards the
academic success of student teachers, with specific reference to the BFP cohort, by
looking at identity and language as significant factors in their academic success and
professional progression. Of further significance is its potential to add significant
value to the vision to improve the capacity and quality of both initial and continuing

teacher education and development programmes.

It should be pointed out though that the thrust of the study lies, primarily, in its
envisaged contribution towards enhancing the quality of initial teacher education as it
pertains specifically to the convergence of language and identity in the academic

success of Black BEd Foundation Phase (BFP) students.
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1.4 PROBLEM STATEMENT

More often than not, the students who form part of the study’s cohort are L2
speakers of English who are also first generation university students. These two
factors are related to language and identity, respectively. According to the
Bernsteinian (1990) frame of reference, there is a codification system that
disadvantages those who enter the system of higher education from low socio-
economic backgrounds while privileging those from higher income groups
(Bernstein, 1990; Jensen, 2009). In other words, if a student was raised in an
environment where English was the lingua franca it would be easier for him/her to
assimilate information that is codified in English. What this means is that students
who have had prior exposure to English and who are, therefore, L1 speakers of
English will be in a better position to cope with English in a context where it is used
as a medium of instruction. In contrast, students who have had limited prior
exposure to English would be challenged when they had to access/retrieve

information in the unfamiliar (to them) code of academic language (Bernstein, 1990).

This language limitation is also related to the system of meritocracy in education
(McNamee & Miller Jr, 2004), a further fixture and feature that affects performance.
This means that those who have not had the advantage of exposure to codes that
are compatible with the codes used in the academia will often fall into what is often
referred to as the at-risk category. This categorisation in itself carries the potential of
stigmatising the very students it is meant to help. A further compounding variable in
the at-risk-students situational canvas is, alluded to earlier, “chronic economic
deprivation can create environments that undermine the development of self and the
capacity for self-determination” (Jensen, 2009:8). That is to say, the language
limitations identified above have direct implications for identity and self-esteem;

implications which further impact student performance.

There is little documented evidence regarding the convergence of identity and
language as factors that contribute towards the performance of the BFP cohort
within the referential frame of “epistology.” This construct will, however, be discussed
at a later stage in this thesis. A further compounding factor is the fact that the
academic performance of these students has often been approached and
‘diagnosed’ from what Gee (1990) and Street (1995) refer to as the autonomous

model. A distinction is made between the autonomous model and the ideological
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model, with the former referring to ‘individual cognition...and the intrinsic
characteristics that literacy is assumed to have...” and the latter referring to “literacy
as a set of practices that are grounded in specific contexts and linked to power
structures in society” (Street, 2001:433).

According to the autonomous model, language and literacy are regarded as merely
print encoding and decoding processes with little thought to the other factors that
come into play (Boughey, 2000, 2005; Morrow, 2007). Gee (1990) and Street (1995)
critique the autonomous model of looking at language proficiency through a remedial
lens where students are pathologised and regarded as being in need of remediation.
Boughey (2005) argues that, since the diagnosis is somewhat erroneous the

intervention will also be flawed and inappropriate.

The study problematized the convergence of language and identity by situating it
within the developmental context of the strengthening of the BEd Foundation Phase
as it pertains specifically to the Black cohort. This underlying developmental concern
necessitated a transformational approach towards the convergence of language and
identity in the academia with specific reference to the BFP student cohort. As a
result, the study argues that paying attention to the convergence in academic
performance and the graduate attributes that are appropriate for pre-service
teachers is pertinent to education transformation discourse in general. In a nutshell,
in view of the transformational agenda of this thesis there is an inherent attempt to
proffer insights into solutions for the problems that have been identified as being

linked to epistemology and ontology.
15 RESEARCH QUESTIONS

The key question arising from this problem statement is this:

How do language and identity, as convergent components, affect the
academic portraiture and performance of Black BEd Foundation Phase (L2)

students?

The sub-questions emanating from this are:

o How do Black BEd Foundation Phase students cope with English as a

medium of instruction in an institution of higher learning?
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1.6

How does language influence cognition (knowledge reception and
production) with reference to the BFP cohort?

What effect does a student’s Black African, L2 speaker of English identity

have on their performance?

AIMS OF THE RESEARCH

The research aimed to contribute towards the improvement of the Foundation Phase

Education programme, as per the dictates of the EU/DHET research initiative by:

1.7

examining a representative sample of the cohort under study to determine
the extent to which language and identity bear relevance for their academic

SUCCESS;

exploring the reality and implications of the dominance of English as one of
the two media of instruction, deconstruction and construction at the

University of Pretoria;

presenting recommendations that will contribute to the development of
strategies that will have a bearing on the retention and successful
completion of the BEd programme by the Black BEd Foundation Phase

students and;

making a contribution towards the promotion of a culture of continuous and
consistent multi-layered reflectivity and critical consciousness that will

culminate in a scholarly and equitable critique.

ASSUMPTIONS

The assumptions presented here could constitute potential bias (Padgett, 1998). The

first of the concomitant assumptions of the study is that language and identity jointly

have implications for the academic performance of the students since they find

themselves in unfamiliar territory which can, at times, be regarded as hostile and

which carries the underlying threat of othering them (Boughey, 2005).

A second assumption accruing from this concerns the unequal power relations that

are embodied in communication, thus pointing towards inequity (Janks, 2010).
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Bourdieu (1997) maintains that the opportunities learners get to speak and the
variety of English they speak is determined by the dominant culture which, in this
case, is the culture of the institution. Bakhtin’'s (1981) theory of language also
complements ontological theories of learning because speakers find themselves in
various contexts in which they have to constantly negotiate meaning in an unfamiliar
linguistic context. His theory of language supports the perception that speech
utterances are more than conveyed content, because they also position the speaker
in relation to the context and other socio-cultural groups. As such, the value of
speech cannot be understood simply outside of the context and culture within which

that speech is constructed and the individuals who make the utterances.

Furthermore, it should be noted that culture also has to do with the institutional
culture, which is about the way of doing things in academia. There is often a
dissonance between the students’ culture (way of being and way of doing things)
and the culture of academia. The culture of academia and its ways of doing things
also fall within the construct of codification as conceived by Bernstein (1990). In a
sense, there is often added pressure to contend with the institutional standards of
operation where the students who falls under the investigative lens of this study are
‘othered’ (Boughey, 2005; Blommaert, 2010), directly or indirectly through their
interactions. Such perceptions of institutional pressures have implications for
students’ own motivation which, in turn, has a bearing on their performance
(Bandura, 1999).

Third, the Black students who demonstrate adequate communicative competence in
English are not necessarily in a better position academically. That is, even if they are
able to communicate in English, it is often at a rudimentary level (at least by certain
academic standards). Cummins (1996) refers to this level of mastery as BICS (Basic
Interpersonal Communication Skills), which does not necessarily position the
students to write texts that comply with the expected academic writing standards, for
example. In order for them to engage with academic texts at the expected level they
should, instead, have CALP (Cognitive Academic Language Proficiency) which they
often do not have. The fact that they do not usually have the tools and the code to
engage critically with academic discourse often places them at an academic
disadvantage (Bernstein, 1990). In tacit cognisance of the anomalous situation of

students not being in a position of constructing texts that comply with academic
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writing standards, Rall (2002) makes a case for the need to explicitly teach students

the contextually appropriate conventions of academic writing.

The fourth, and last, implicit assumption is that students’ academic portraiture is
informed by affective factors related to identity. To some extent, the negative
perceptions that are held about teachers, particularly in the Black communities that
these students come from, can be regarded as a contributory factor to identity
related perceptions. This, however, is based on information that was gathered
anecdotally and does not fall within the ambit of the study’s scrutiny. The PIRLS
(2006) report is cited as an affirmation of the need for qualified and effective
teachers. This thus, further points out the importance of developing student factors,
such as the ability to adapt to a new institutional culture and competence in using
both their home languages and academic English.

In addition, there is an emphasis on the significance of creating enabling
environment that will promote academic performance as well as social and
emotional engagement. A concomitant assumption is the issue of a cyclical impact
(Teese & Polesel, 2003) that results in a shortage of pre-service students, which, in
turn, leads to a dearth of qualified Foundation Phase teachers. In other words, the
shortage in pre-service BEd Foundation Phase students will invariably result in a
shortage in teachers of that phase which will, subsequently affect the quality of
Foundation Phase provisioning.

Cyclical impact expresses the fact that quality of education has economic
implications, which eventually perpetuate the vicious cycle of disadvantages arising
from codification (Tease & Polesel, 2003; Bernstein, 1990; Jensen, 2009). This study
posits the view that the provision of quality Foundation Phase teacher education has
the potential to improve the Foundation Phase Education in general, which in turn,
can contribute towards the breaking of the negative cyclical ramifications of
codification. In order to appropriately position this study’s position and orientation,

however, it is important to provide a contextual backdrop.
1.8 ASSOCIATED KEY CONSTRUCTS

The key constructs as they are conceptualised and used within this study are

discussed here.
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1.8.1 ACADEMIC PORTRAITURE

In the context of this study the term carries connotations of the portrayal and
delineation of students by themselves or others within academia. Portraiture also
has to do with a depiction that arises out of the piecing together of themes. In the
case of the BFP pre-service cohort it refers to how this cohort views themselves as

gleaned from their narratives.

The construct of portraiture is in close alignment with the concept of bricolage
(Kincheloe et al., 2007) where the researcher is viewed as a bricoleur who can be
regarded as a employs various methodological and theoretical negotiator in pursuit
of a specific ideal while also making provision for the emergence of new insights.
That is, how this cohort is portrayed within academia is linked to academic identity
(Mahlomaholo, 2009) which, as a result of praxis orientation (Freire & Shor, 1987)

also has ramifications for professional identity as well.
1.8.2 PRAXIS

Freire’s (1970:36) conceptualisation of education finds apt exemplification in this
study given its emancipatory leanings as he conceives of ‘education as a practice of
freedom’ and praxis as ‘reflection and action upon the world in order to transform it.
His postulations hold that knowledge should be linked to ‘dialogue that is
characterised by participatory open communication focused around critical enquiry...
[and] is a social praxis’ (Freire, 1970:36). In other words, for Freire, praxis involves a
critical consciousness through which one demonstrates the ability for reflexive
thinking that leads to commensurate action. This is how praxis is utilised within this

study.
1.8.3 CRITICAL PEDAGOGY

Critical Pedagogy refers to a praxis-oriented teaching and learning approach in
which students are encouraged to be reflective and to critique meaning. In this
theoretical approach there is a concerted effort at inculcating a constructivist critical
consciousness in students (particularly those from disadvantaged backgrounds and
low socio-economic contexts) that is strongly connected to the notion of praxis.
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The view held by Breuing (2011) is that critical pedagogy should strengthen
pronouncement of its social justice orientation in tandem with its constructivist
orientation. Furthermore, Rall (2002:3) contends that:
the power of critical pedagogy rests in its hope for social transformation, a
transformation that takes place when the oppressed [read in the study’s context
as previously disadvantaged individuals (PDIs)] are empowered through

education to see themselves as actors in the world.

This view ties in with study’s orientation regarding the need for individual
transformation (in this instance, with specific reference to the BFP cohort) which
carries ramifications for societal transformation. There is a further resonance with the
study’s perspective that Critical Pedagogy should be regarded as a vehicle for

students’ attainment of critical consciousness (Servage, 2008).
184 CRITICAL CONSCIOUSNESS

This is a term that is associated by Freire (1970). He believed that education should
serve an emancipatory role of empowering students to make a critical and conscious
link between education and social contexts. Rall's (2002) view, however, is that
critical thinking should not be misconstrued as critical consciousness. He points out
that the difference lies in making a distinction between what is useful (critical thinking
as used in academic discourse) and what is valuable (critical consciousness — in its
application for emancipatory purposes). It should be pointed out that these terms are
not treated as mutually exclusive in this study. They are regarded as compatible and
should co-exist in the sense that provision should be made for addressing both in the

context of transforming the Foundation Phase Education landscape.
185 CRITICAL MORAL CONSCIOUSNESS

The development of moral maturity alongside the capacity to think critically and
weigh various life options at a cognitive level is, in this study, referred to as critical
moral consciousness. Mustakova-Possardt (2004) makes an advocacy for the need
to integrate the spiritual dimension as, envisioned within the construct of critical
moral consciousness, the organising principle of life. Her opinion is that this principle
should be engaged, on an on-going basis in the pursuit of ideals of moral rectitude.

For purposes of this study, critical moral consciousness is associated strongly with
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ontological development and the ability to make decisions that will contribute

towards one’s academic development.
1.8.6 Critical Literacy

This construct is taken from Freire’s (1970) conceptualisation of reading both the
word and the world. This means that literacy should be extended to go beyond the
mere interpretation of text, but to also look at the dialogical dimensions and power
relations (Bourdieu 1991). In this regard Bizell (1992) argues that teaching academic
discourse can be equated with liberatory education in the Freirian sense. The
aforementioned view is connected to the notion of critical literacy as not being just
about the text on the page but the issues that are connected to or that emanate from
the social world. Within the context of this study the term is associated with the
overarching lens of the Transformative Paradigm and the associated theories of
Transformative Learning, Critical Emancipatory Research Theory, and Critical

Pedagogy.
1.8.7 TRANSFORMATIVE LEARNING

The definition of learning as ‘the construction of meaning by the learner him/herself
who then uses it to create something new’ (Slabbert & Hattingh, 2009: CD), is an
appropriate point of departure for understanding the construct of transformative
learning as it pertains to this study. Transformative learning is premised on the idea
that learning should go beyond the surface and superficial knowledge acquisition
and move towards emancipatory thinking that entails the constructive critique of
commonly-held beliefs and ways of operation (Mezirow, 1991; 1995, 2000).
Brookfield (2003) believes that for critical pedagogy to have an impact transformative

learning is required.

Since this study focused on teachers in the making, transformative learning
ultimately also had implications for Transformative Professional Development
(Servage, 2008; McLaughlin &Talbert, 2006; Sullivan & Glanz, 2006). It should be
noted that the approach of transformative learning requires systems thinking
(Bausch, 2011) inn which there is realisation among all the role-players that there is
a need to create optimal learning environments (OLE’s -own coinage) that will

facilitate this transformation (Mezirow, 2005). The concept of intelligent
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accountability, which results in professional responsibility, is strongly linked to the
envisaged transformation (Fullan, 2005) that needs to be dealt with at an individual
student level. In pursuance of the study’s orientation the concept of transformation is
associated with Okri’'s (2015) vision of the renaissance being ultimately about

individual transformation.

1.8.8 CODIFICATION

According to Bernstein (1990:13), class relations “generate... [and] legitimate certain
forms of communication which transmit dominant and dominated codes.” The code
of the academia thus becomes part of the dominant code which is used as a
regulatory measure of quality and a means of power. The aforementioned regulatory
measure is connected to the academia’s meritocratic system (McNamee & Miller Jr,
2004), which usually does not take into account or concern itself with the issue of
prior exposure. Those who have not had exposure to the dominant code, by virtue of
their class and or socio-economic backgrounds, are implicitly or explicitly regarded

as inferior (Boughey, 2005).

This traditional operational academic framework privileges an autonomous model
which, according to Street (1995), is based on the perception that literacy comprises
simply of encoding and decoding neutral text. This implies that texts can be read
without any consideration of context. This framework is regarded as limiting in this
study and that it does not take into account the role of the extra-textual factors.
According to Street (1995) and Morrow (2007), systemic provision should be made
to accommodate those whose frames of reference have not privileged them with the

familiarity of the traditional academic context.

Codification, then, refers to the exclusionary codes that are used in academia. This
codification has implications for both language (derivation of meaning from the text)
and identity (context and perceptions about self in relation to the text) which,
according to this study, also has implications for academic performance. Bernstein

(1990) argues that the concept of code is a regulator of cognitive orientation and
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dispositions, identities and practices which are formed in official and local

pedagogizing agencies; namely, the school and the family.
1.8.9 CYCLICAL IMPACT

Cyclical impact expresses the fact that quality of education has economic
implications, which ultimately perpetuate the vicious cycle of disadvantages arising
from codification (Tease & Polesel, 2003; Bernstein, 1990; Jensen, 2009). This study
posits the view that the provision of quality Foundation Phase teacher education has
the potential to improve the Foundation Phase Education in general, which in turn,
can contribute towards the breaking of the negative cyclical ramifications that are a

result of codification.
1.8.10 EPISTEMOLOGICAL ACCESS

This term was coined by Wally Morrow (2007) to express the concern that students
from disadvantaged backgrounds are not able to make the requisite academic
progress within an education system that is structured according to an autonomous
model (Gee, 1990). According to this model, students are expected to succeed
based on their own intuitive efforts within a system that values particular ways of
doing things, without taking into consideration the need to create enabling
environments that facilitate access to both productive and receptive forms of
knowledge generation. As such, epistemological access has to do with learning how
to become a successful participant within a particular academic context through a
combination of hard work and pedagogically appropriate support. Morrow’s
(2007:77) conceptualisation of this construct is particularly pertinent to the purposes
of this study and the BFP cohort examined in it, because, in his view, the aim of
teacher education should ultimately be to enable epistemological access to

knowledge in the modern world.
1.8.11 ONTOLOGICAL DEVELOPMENT

Packer's (2001) concept of genetic ontology is relevant and useful for the
transformative agenda of this study since he points out that learning has ontological
implications because it has to do with the construction of identities through certain
activities. He identifies six tropes of genetic ontology, which entails a process

through which there is a mutualistic and reciprocal construction of individuals by their
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world or social contexts, while they in turn transform the world. He adopts an active
transformist stance (which is also the ideological orientation of this study), which
suggests that people come to know themselves and who they are in the world for
purposes of transforming the world. This self-knowledge also involves asking oneself
normative questions about how one ought to live, including embracing new

possibilities of living and thus resulting in ontological development (Deleuze, 1990).

1.8.12 EPISTOLOGY

This is a term that accrues from the convergence of language and identity as
conceptualised in this study. The word is a pastiche of epistemology and ontology.
It is used to convey the idea that language and identity are intertwined and
interconnected. A theoretical conceptualisation and pragmatic application of this
interconnectedness can contribute towards epistemological access and the

ontological development of students.
1.8.13 OPTIMAL LEARNING ENVIRONMENTS (OLES)

The creation of optimal learning environments entails taking into account all the
pedagogically sound and intellectually credible elements that are conducive to
transformative learning. This includes adopting a social justice approach that,
according to Griffiths (2003), involves preparing teachers for agency in combating

inequality in schools and society through contextually appropriate pedagogy.
1.8.14 BRICOLAGE

In this study, bricolage is an emancipatory research construct which allows for multi-
disciplinary and multi-pronged research that has, as its underlying agenda, the
achievement of critical consciousness, transformation, and change agency. In such
an orientation there is a predisposition to pursue a particular ideal. The pursued ideal
in this study is that of change agency, while at the same time recognising that there
is a consciousness that ‘new knowledge’ may emerge from the research. In this way,

the notion of the bricolage makes provision for paradigm shifts that give rise to new
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perspectives aimed at making a contribution towards the emergence of innovative

insights that will provide multi-perspectival solutions.

Furthermore, bricolage gives rise to the bricoleur's perspective, which ‘takes into
account the fluidity of the social fabric that shapes human identities.” Kincheloe
(2008:323) conceives of bricolage as, “multi-methodological, multi-theoretical and
multi-logical forms of social enquiry into the social, cultural, political, psychological
and educational domains.” Bricoleurs are also referred to as “methodological
negotiators” (Kincheloe, 2008:325; Kincheloe et al., 2007:168).

19 ABRIDGED BACKGROUND OF TEACHER EDUCATION IN SOUTH
AFRICA

The background of teacher education in South Africa will be looked at to
contextualise some of the assertions and assumptions that are made in this study.
De Vos, 2005:11 (in de Vos, Strydom, Fouche, Delport, Schultz & Patel, 2005)
provides an account of the background that will be used as part of the contextual
backdrop for the theoretical orientation of the study.

1.9.1 THE CATEGORISATION OF EDUCATION

According to this account the control of teacher education was centralised in 1910
with a political agenda in which the then provinces were responsible for primary and
secondary school education while the Union’s Department of Education had control
of universities and technical colleges. When the Nationalist regime came into
leadership in 1948 the political agenda of the apartheid regime unfolded into the
categorisation of the legislative and administration of education into four major race
groups, namely, Black, White, Coloured and Indian (Booyse & Kruger, 2000:399).
On the 31 May 1961 the Union became the Republic of South Africa. Following on
this a policy decision, as enshrined in the National Education Policy Act of 1967,
determined that white education should be entrenched in Apartheid ideology.

1.9.2 THE CONSEQUENCES OF PRIVILEGING WHITE EDUCATION

The segregation policy, in essence meant that provision was made for privileging
white education through, for example, Act No 73 of 1969 which was implemented in

1972. This apartheid-ideological act prescribed that white pre-service teachers
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should receive a university education as opposite to their counterparts in other race
groups. The result was an outcry among the blacks which ultimately led to the unrest
activites that culminated with the uprisings of 16" June 1976. Several
manifestations of the mounting anger of blacks against Apartheid unfolded
throughout a volatile period of demonstrations of disgruntlement between 1980 and
1990. The slogan “Liberation before Education” marked an era of a breakdown in
black education, which subsequently led to the formation of the National Education

Crisis Committee.

With the legalisation of many anti-apartheid organisations in February 1990, there
was a change. The decade of upheavals had, however, left its mark on black
education with the result that the Teachers’ League of South Africa (1991) declared
the education of teachers as problematic. The teacher's ability to respond
appropriately to situational challenges hinged upon the paradigms they were
schooled in. The upshot was that they were not adequately prepared to handle the
challenges of an inequitable and dysfunctional education system. This resulted in
them not being able, “to supplant gutterised schooling with a democratically oriented
education, both in content and in the values with which teaching is invested”
(Teacher’s League of South Africa, 1991:1).

1.9.3 CRITICAL CHANGE AGENCY PRESENTED AS A COUNTER- STRATEGY

The critical paradigm presented itself as appropriate for responsive change agency
(Rajah, 1993:101) for the above situation. This view is premised upon the assertion
that, “teacher education curricula within the critical paradigm will not only resonate
with the concept of universities undergoing transformation but will also make a
contribution to the vision of a new social order characterised by justice, equality and
non-exploitative economic relations.” In addition, Davies (1991) points to the need
for an internalised and systematic body of knowledge that characterises professional
teacher education. This is in sync with the study’s orientation of the inculcation of
critical consciousness (Freire, 1970) that has implications for transformative praxis
(Mezirow, 2000; Brookfield, 2003).

With regard to the background of teacher education, institutionalised apartheid
education ended after the first democratic elections of South Africa in 1994. The

teacher was centralised as the main change agent and the need to improve and
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transform the education system became a priority (Bergh, 1999:6). Attempts were
made to equip the teacher to be able to deal with multiple situational challenges
such as multi-cultural and multi-lingual contexts. This was done, primarily through
provisions such as the Education renewal strategy of June 1991 and policies such
as the National Qualifications Framework (NQF) under the South African
Qualifications Authority (SAQA) and Curriculum 2005 (Booyse & Kruger, 2002:411).

The teacher was also expected to be instrumental in building a culture of teaching
and learning and to work under anomalous condition of under-developed and under-
resourced schools. In addition, “responsiveness was required to deal with social
problems such as youth at risk, drug abuse, teenage pregnancy, and violence”
(Bergh, 1999:6). This vision of teacher education was connected to the following

values:
o an integrated approach to education and training;
o an emphasis on human development and

o the notion of life-long learning

This vision is in tandem with the study’s critical emancipatory agenda. The
underlying question that begs an answer here, though is, “Has systemic provision
been made to adequately respond to these situational challenges™ This question,
will, for now and within the context of this study, however, assume the stance of a

rhetorical question.

1.10 CURRENT SITUATIONAL REALITY OF TEACHER EDUCATION

A further case and cause for transformation lies at the heart of the dissonance
between the overall state of the education system and the total spend on the
education system. Jansen (2011:99) in his expose of the South African education
system laments the fact that “... there are few more frustrating puzzles in continental
Africa than the South African education system”. He points out that there is no other
African country that spends as much as 5.4% of public expenditure as percentage of
gross domestic product (GDP) on education. He continues to paint a portraiture of
the South African education landscape by enumerating the budgetary allocation to
different facets of education which ultimately results in, “education expenditure
taking the largest slice of government spending, hovering around 20% and growing
steadily from R140 billion in 2008/9 to a planned R165 billion in 2010.” Even though
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budgetary matters do not necessarily fall within the focus of this study, these
staggering figures, no doubt, point towards the need for a return on investment. He

raises a cause for concern that:

Every national and regional test of comparison on basic competencies in reading,
literacy and numeracy consistently places South Africa at the bottom ends of the

performance levels.

He further notes, with concern, that the “percentage of South African students
exceeding performance at the 75" percentile of developed countries stands at 10%
for literacy and only 6% for mathematics and science...” Below is a paraphrase of
some of the reasons Jansen (2011:105) posits for this anomalous state of affairs in

South African education.
1.10.1 SYSTEMATIC ROUTINES AND RITUALS

Jansen (2011) draws attention to the lack of systematic routines and rituals that
commonly characterise productive well-functioning schools, in many parts of the
world, including a small number of schools in middle class white or middle class
integrated schools. He credits the old regime for the ability to put in place and
structures and control measures to ensure that schools started and ended on time.
He further lists a number of features that are associated with change agency, critical
consciousness and transformative praxis within this study (Mustakova-Possardt,
2004; Freire, 1970; Mezirow, 2000; Kincheloe, 2008). These include the effective
monitoring of class attendance, regular scheduling and feedback of formative tests

with appropriate disciplinary repertoires to deter non-conformance or deviance.

The rewarding and awarding of compliance with stipulated standards is pin-pointed
as appropriate recognition. Jansen (2011) adds that administrative factors such as
the planning of budget and the maintenance of school premises are significant
considerations in facilitating a productive teaching and learning culture. This, he
says, distinguishes between the minority of performing schools and the majority of

non-performing schools in the South African school education landscape.
1.10.2 THE KNOWLEDGE PROBLEM

Jansen (2011) points out that teachers and principals do not have the requisite

knowledge for impacting knowledge for change agency, as conceptualised in this
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study. This, in spite of the significant expenditure on teacher and leadership training
as well as incentives that are provided by the South African Council of Education
(SACE). Jansen’s (2011) contention is that the training focuses on generic training
which does little to address the knowledge needs pertaining to various knowledge
areas such as, inter alia, applied psychology, managerial knowledge and epistemic
knowledge. Content and pedagogical knowledge are highlighted as the most
problematic areas which are reflected through the recurrence of the same systematic
errors in Grade 12 subject scripts. This, according to Jansen, is indicative of a
problem in teacher knowledge in those subjects. He subsequently draws attention to
the Government’s tacit confirmation of this reality through what he refers to as, “the
infantilisation of teachers, through the provision of rudimentary “how to” booklets for
teachers.” The inference that is made from this is that, even though teachers were
gualified education practitioners they, in certain instances, did not have the requisite

knowledge to teach.

Jansen (2011) then continues to discuss three more reasons which he highlights as
namely, bureaucratic ineptitude, lack of accountability and a lack of capacity and
expertise. He further argues that at the time, they did not have the capacity to handle
the system-level change of complex school systems. This view is confirmed a by the
Teacher’'s League of South Africa (1991). Under bureaucratic ineptitude he stresses
the disjuncture between policy formulation and policy implementation and the
ramifications for delivery. With regard to accountability, he argues that there is a
need to balance the ample support with accountability for performance. He proceeds
by drawing attention to the historical context (which was discussed earlier in this
chapter) of the 1976 uprisings, resulting in “a school system in which resistance and
contempt for township schools remains endemic in such schools” (Jansen,
2011:101). He makes a thought-provoking observation that teachers who teach in
township schools demonstrate their disregard for township schools by placing their

own children in suburban schools.

The relevance of the aforementioned factors for this thesis is that they illustrate and
reinforce the case for a transformative agenda that will ensure that the education
system, starting at the root of teacher training, is rid of the elements of dysfunction.
Jansen’s critique is relevant for this study by virtue of the fact that it serves as a

mirror for the situational realities pertaining to the education landscape and the
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study’s mandate to contribute towards the strengthening of the Foundation Phase
teacher training sector. The ideological positioning for change agency, and the aim
to contribute towards ensuring that the EU/DHET research mandate — for both
gualitative and quantitative development and strengthening of BEd Foundation

Phase programmes are additional factors for consideration.

The study foregrounds the problem that forms the basis for the enquiry, namely, that
the students who form part of this cohort are, more often than not L2 speakers of
English who often simultaneously fall under the category of being 1% generation
university students. They often enter the system of higher education from low socio-

economic backgrounds.
1.11 THESIS FOCUS AREAS

This was a qualitative research study that used a phenomenological approach
because of the two phenomena under study, that is, language and identity. The
overarching theoretical lens for this study was the Transformative Paradigm. Critical
Pedagogy, Critical Emancipatory Research (CER) theory, and Transformative
Learning were used further as part of the conceptual and theoretical framework. The
study used a bricoleur's perspectival position, in which an attempt was made to find
answers to the critical questions posed and solutions for the problems identified in

pursuit of a transformative and critical emancipatory agenda.

The bricoleur's perspective employs the concept of bricolage as a research and
multi-disciplinary research paradigm. In bricolage there is a tacit understanding that
"knowledge can never stand alone or be complete in and of itself* (Kincheloe,
2008:328). As alluded to earlier bricolage constitutes an acceptance of existing
modes of enquiry and pre-constructed paradigms while also making provision for an
investigative process that will yield new constructions and understandings of the

phenomena under scrutiny.
1.12 RESEARCH DESIGN AND METHODOLOGY

Qualitative Interpretivism was chosen as a research approach that would be
appropriate for this study’s research agenda. The methodological issues pertaining
to the collection of data are dealt with in-depth in Chapter 3. To that end, the chapter

brings into focus the relationship of the researcher to subjects of the research.
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Where, inter alia, issues of values in relation to the design of the research are also

looked at.
1.12.1 DATA COLLECTION

Data was collected through individual structured and semi-structured interviews, with
the aim of validating or refuting the claims made about the convergence of language

and identity in the academic performance and portraiture of the BFP cohort.

In this study, the narrative perspective was derived from the interviews in
accordance with Bamberg and Georgakopoulous’s (2008:13) view that, “in narratives
specific linguistic choices can be linked with larger social identities”. In such a view,
narratives are also regarded as a basic mode of verbal expression which includes a
person’s sense of self and identity (Bruner, 1986; McAdams, 1993). The relevance
of these assertions, for this study, lies in the connection that is made between
language and identity at both an individual and social level. At an individual level,
students’ identities are linked to others’ and their own perception about themselves;
whereas at a social level, students are part of the BFP cohort that evinces certain
distinguishing features that are pertinent to the assumptions that are made in this

study, as will be explored later in the study.

Desk Top Research was used to harvest meta-data that served as evidential support
of certain claims that were made in this study. The meta-data was further used for

exploratory, as opposed to interrogatory purposes.
1.12.2 DATA ANALYSIS

The data was analysed through reading and re-reading the empirical materials to try
to pin down key themes so as to establish the veracity and validity of the
assumptions made in this study. Critical discourse analysis (Fairclough & Wodak,
1997) was used to facilitate analysis of the narrative texts that were drawn from the

interviews.

There was substantiation through member check, where the data was checked,
read, and re-read to establish its veracity (Shenton, 2004). The texts and
interpretations were also confirmed through the relevant literature (Creswell & Miller,

2000). Desk Top Research was used for validation purposes.
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1.12.3 RESEARCH PARTICIPANTS

In order to substantiate some of the assumptions of the study, representative and
purposive sampling was used. The sample population comprised of 9 Black African
Foundation Phase students (3x1% year, 3x2" year and 3x3"year) who were selected

according to the following broad criteria:
o Students of the BEd degree with a Foundation Phase specialisation.
e  Should not be 1% Language speakers of English.

o Their pre-university education should have been at a school that is situated
in an area that is categorised as disadvantaged, but with no special

distinction of peri-urban, urban or rural.
1.13 ORGANISATION OF THE THESIS
The study is segmented into seven chapters as presented below.
Chapter 1: Overview & Orientation

In Chapter 1 the overview and orientation of the study is provided. In this chapter,
the various elements that form the basis and premise of the study are discussed to
provide context for the study. This chapter also provides an explanation and
justification of paradigmatic orientations and discussion of theories, concepts and

constructs.
Chapter 2: Review of the Literature & Conceptual Framework

The establishment of the study’s conceptual framework through exploration of the
relevant literature is the primary focus of Chapter 2. The chapter explores the
literature and arguments presented in that literature that pertain to the study, with the
aim of either lending credence to the assumptions previously made or providing new

insights and perspectives.
Chapter 3: Research Design and Methodology

This chapter brings into focus the research questions, assumptions and aims of the
study with the view to validating the research design. Attention is also paid to the

methodological issues pertaining to the data collection process. The design of the
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research is also explored in alignment with the assumptions, literature review, and

theoretical underpinnings of the study as a whole.
Chapter 4: Reporting and Analysis of the Data

In this chapter the collected data are discussed and analysed. The themes, sub-
themes and categories that emanated from the data are presented and examined in
relation to their relevance to the phenomena of language, identity, academic
portraiture, and performance of the BFP cohort.

Chapter 5: Discussion of Findings

This chapter highlights the findings in relation to the themes and relevant literature.

In addition, the study’s research questions are responded to.
Chapter 6: Recommendations

The recommendations that are derived from the results and findings of the research,
as well as the researcher’s insights, are discussed in this chapter. Suggestions for
future studies pertaining to the transformative and emancipatory agenda with respect

to the BFP are also brought into focus in this chapter.
Chapter 7: Review and Summation of the Study

This chapter constitutes a summary of the thesis. As part of the summation of the
study, reflective space is provided for the researcher to trace the trajectory of her
research journey. The lessons learnt and the insights gained about the phenomena
presented in this study are highlighted and discussed here with a view to provide
perspectives for praxis as it pertains to the Black BEd Foundation Phase students

situated at a historically white institution, namely, the University of Pretoria.
1.14 CLOSING COMMENTS OF OVERVIEW

In this chapter | looked at the elements that form the basis of this study. | also
posited the view that language, as a cognitive factor, has implications for
epistemological access, while identity, as an affective factor, has implications for the
ontological development of the Black BEd Foundation Phase cohort as students at a

previously white institution, the University of Pretoria. | further stated that the study
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was intended as a response to the EU/DHET mandate to strengthen the qualitative
offering of the BEd Foundation Phase programme. | pointed out that because of the
paradigmatic dictates of the study and the theoretical concerns pertaining to the pre-
service teachers, the fulcrum of the study would have critical emancipatory and
transformative leaning. The inference that can be made here is that the quality of
Foundation Phase education has cyclical ramifications that are worth taking into

account.

The next chapter will constitute a review of the literature that informs the contextual

and conceptual framework upon which this study is premised.

--000--
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CHAPTER 2
REVIEW OF THE LITERATURE & CONCEPTUAL FRAMEWORK

2.1 INTRODUCTION

This chapter will look at the literature that takes into account the study’s ideological
and philosophical orientation, as informed by its transformative conceptual
framework. The study is located within a trans-disciplinary literature of transformative
learning, (Mezirow, 1991; 1995; 2000; 2005) identity studies (Taylor, 1992; Mayes,
2010; Stewart, 2002; 2008) and language in education (Morrow, 2007; 2009). Ayers’
(2004:1) view that, “teaching, at its best, is an enterprise that helps human beings to
reach the full measure of their humanity”, sets the scene of the essence of the
study’s thematic concerns. Ayers’ (2004) view is also in alignment with the
Newmanian (1852, in Ker, 1976) view that the role of a university is to raise the
intellectual and moral tone of society.

With regard to establishing context, a review of the literature is important because it
provides an insight into the constructs and elements that form part of this thesis in
order to facilitate a context-specific understanding of the issues raised. It should be
noted that even though the constructs are discussed separately they should,
however, be regarded as intertwined strands. What this means is that the construct
of language will, out of necessity, feature in the discussion of the construct of identity
as part of the ontological development process. This next section focuses on the
notion of identity as it relates to the academic portraiture of the cohort under study

and the concomitant ideological implications for language.
2.2 THE CONSTRUCT OF IDENTITY WITHIN THE STUDY

The study defined identity as ‘individual characteristics by which a person ...is
recognised (Collins, 2010) and that which is not static and uni-dimensional but
dynamic, multiple and a site of struggle’ (Weedon, 1997; Norton, 2000). The

cognitive psychology definition of identity as relating to ‘self-image, self-esteem, self-
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reflection, awareness of self and individuality’ (Leary & Tangney, 2003; Mayes,
2010) was also pertinent to this study. Identity was further linked to the term
becoming and ‘self-actualisation’ as conceptualised by Maslow (1998) in his
hierarchy of needs. With regard to the Black African cohort under study identity
presents itself as multi-dimensional and complex, particularly as it relates to their
position in a previously and predominantly white institution. According to Chikering &
Riessener (1993) the Black student identity is riddled with psycho-social identity
struggles that are compounded by contexts such as previously white educational
environments that may be dismissive, oblivious to or ill-informed about the multiple
facets of the Black socio-cultural identity (McEwen, Roper, Bryant & Langa; 1990). In
this regard, Du Bois’ (1903/1993:2) view, although expressed several years ago, is
instructive and pertinent for this study. In his opinion there is a need to ensure that
both the old (pre-university) and new (the university context) identities are
maintained in the complex process of becoming a better self in pursuit of self-
realization & identity integration and self-conscious identity that blends the multiple
facets of identity. Within the context of this study this means, therefore that
ontological development entails a transformational merging of the multiple selves.
The studies referred to above point towards the need to make curricular provision for
cross-cultural psycho-social development that reflects an understanding of self as

composed of multiple facets and identities (Stewart, 2008).

Taylor (1992) connects identity to the ability to formulate an appropriate definition of
who you are. He goes on to state that the response to the question of one’s identity
is found through situating oneself in a particular space which could be related to
one’s career, professional, or relational connection. In this formulation of identity
other's views of oneself contribute to how one perceives oneself within these

settings. Taylor (1992:25) posits the following view:

...our identity is partly shaped by recognition or its absence, often by mis-
recognition by others and so a person or group of people can suffer real damage,
real distortion, if the people around them mirror back to them a confining,

demeaning or contemptible picture of themselves.

The above assertion had relevance for this study because of the assumptions made
about the BFP cohort. For example, the students’ relationships with their peers, how

they are perceived as members of the academic community and by other members
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of the institution formed part of the way they defined their identity. Taylor (1992)
creates a connection between identity and recognition and identity and socio-cultural
positions when he conceives of identity as the dialogical ability to recognize
ourselves at both private and public levels. He also states that the issues of where
we come from and where we situate ourselves in terms of values and standards are

understood dialogically.

The dialogical dimension he accords to identity is dependent on how those we hold
in high esteem perceive us. According to him, this means that, essentially, our ability
to see ourselves hinges on how others see us. Our sense of worth and, thus, sense
of identity and who we are, are determined by the extent to which we are recognized
by others. In essence, because identity is constituted dialogically by what others
think about us, we frame our identities in accordance with others’ opinions about us
(Taylor, 1992; Heritage, 1997; Coupland, 2001; Hermans, 2001; Mayes, 2010).
Bakhtin’s (1981) theory of language complements this view when he argues that
speech utterances do not merely communicate information or knowledge, but they
position speakers in relation to other speakers. He refers to this as verbal
positioning. These utterances also play a role in the social positioning of the
speaker. For the study’s context, the social also includes the various learning

communities that are found in academia.

Furthermore, Lave (1988) and Packer (2001) refer to an ontological account of
learning in which learning entails both the content (subject matter) and context
(development of identity). This highlights a major argument of this study that
academia, as an institution, plays a significant role in influencing epistemological
access. Holland, Lachiote, Skinner & Cain (1998:3) define identity as a type of self-
understanding where “people tell others who they are, but even more important they
tell themselves and try to act as though they are who they say they are.” According
to these scholars, identities are subject to change, depending on the prevalent
discursive power. The assumptions made in this study regarding the power relations
that accrue due to the use of a particular language in the classroom or lecture hall

setting, confirm the observations of Holland et al, (1998).

Of particular relevance for this study in relation to the effects of multiple identities, is
the relationship between power and identity. Mayes (2010:194) suggests that,

“power can be analysed as a dynamic construct that is realised as social identities
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are constructed through interaction.” Heritage (1997:175-8), in further agreement,
draws attention to the asymmetries that are borne out of interaction in institutional

settings that have a bearing on identity. These include the following:

. Asymmetries of participation — which implies that the participants in an
institutional conversation do not participate in the same way. For example,
as demonstrated by the data in this study, normative classroom discourses

and dynamics regulated the extent of student participation.

. Interactional and institutional know-how — which refers to the standardised
procedures and materials that are used in institutions. This alludes to the
idea, for example, of writing academic essays that comply with academic
writing standards which, as participants noted, were hugely problematic for

them.

. Epistemological caution and asymmetries of knowledge — which refers to
the academy’s way of dealing and interacting with knowledge. The jargon
and terminology that is often used in academia can serve as a barrier to

comprehension.

o Rights of access to knowledge — which has to do with a speaker’s ability to
appropriately express his/her views, including the ability, then, to exert
argumentation and rhetorical skills that are required for knowledge

distribution.

These asymmetries have an impact on the kinds of identities participants construct
in social and institutional interaction (Heritage, 1997; Mayes, 2010; Coupland, 2001).
A further dimension of identity is presented by Mustakova-Possardt (2004:248) when
she draws attention to the following:

Moral identity anchored in universal moral values and moral character
predominates over and mediates the sense of identity derived from various social
configurations such as class, race, gender, ethnic or other group membership.
Identity rooted in moral models and concepts, however simply understood, is the
source of a moral imperative, that is, an inner need to do the morally right thing.
Moral imperative is stronger than self-interest and strengthens and expands in the

course of life, leading to the progressive integration of self and morality.
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This refers to an awareness of the need for the development of moral maturity
alongside the capacity to think critically and weigh various life options at a cognitive
level. Mustakova-Possardt (2004) makes a case for the need to integrate the
spiritual dimension as, envisioned within the construct of critical moral
consciousness, the organising principle of life. Stewart (2002; 2008) tacitly supports
this view in studies in which she investigated Black identities within a white
institutional education context. Here she discovered that students who seemed to
have a more stable sense of spirituality demonstrated better coping capabilities in
navigating and negotiating their way through complex identity mazes.

For purposes of this study, critical moral consciousness is strongly associated with
the ability to make decisions that will contribute towards one’s academic
development (Mustakova-Possardt). The relevance of the above for this study lies in
the study’s preoccupation with the moral development of an academic identity that is
compatible with the ideals of social transformation, as well as the ontological
development of the Black pre-service Foundation Phase teachers. There is an
explicit assumption that critical moral consciousness will facilitate the actualisation of

this ideal of social transformation.

In inadvertent consonance with this idea of critical moral consciousness presented
above, Okri (2015) stated, in the speech he delivered at Unisa’s Institute of African
Renaissance Studies (IARS), that there can be no true renaissance until a people
have unflinchingly faced the truth of their condition. The rhetorical question he posed
in this regard: “How can we grow and develop until we tell the truth about where we
are?” His contention that there is a need to face our truth at the level of both the
external conditions of our society and the individual internal level, are pertinent to a
transformational agenda. Furthermore, his assertion that, “part of a people’s truth is
that they are capable of becoming” is an unintended support for the study’s concern
with ontological development. The same sentiments can be echoed about his
contention that the renaissance he envisages, “...cannot be achieved without
spiritual rebirth ...a true renaissance is the discovery of selfhood [which] has to be

something deeper [so as to] sustain a new creation of a new being.”

What the above observations highlight in relation to this study are the ideas of critical
emancipation and the inculcation of a culture of critical consciousness. The

argument presented in this study is that the constructs of critical consciousness and
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critical moral consciousness have a role to play in turning the tide of the status quo
of anomalies that manifest themselves in various ways. According to the
assumptions posited in this thesis, Foundation Phase education, which forms the
basis of general education, has the potential to make a significant contribution in the

shift towards societal moral rectitude.

To lend further credence to the argument regarding the need for the development of
critical moral consciousness in the teaching of Foundation Education teachers it is
important to note the examples that follow. According to the SACE 2012/13
parliamentary report, there were a total of 556 complaints against teachers for
various alleged offenses or breaches between 1 April 2012-30 & March 2013, (News
24:2013). SACE further reports that 75 educators were removed from the educator’s
register in 2009. These reports, as noted above, lend validity to the assertion that
there is a need for the inculcation of critical moral consciousness in the BEd
Foundation Phase cohort, especially considering that this is the cohort that is in a
position of effecting paradigmatic shifts on students from a very young age. This
assumption of effectiveness is tacitly confirmed by Clark (2004:80) when he points
out that, the teaching profession is one of the most ethically demanding and requires
that teachers should reflect on whether they conduct themselves in a morally

exemplary way.

James and Pollard (2006:4) further support the view regarding the moral significance
held by teachers when they state that:

Teaching and learning are what ultimately make a difference in the mind of the
learner and thus affect knowledge, skills, attitudes and capacity of young people

to contribute to contemporary societies.

Further to the individual characteristic definition of identity, this study also relied on
an institutional concept of identity. Packer and Greco-Brooks (1999) hold, learning
implies a change in identity and that it is the institution’s responsibility to explore how
this change occurs. The study used this view of identity to frame its definition of
academic identity in particular. Such a move is consistent with and supportive of the
cognitive psychology definition which takes into account individuality, self, character,
personality, existence, recognition, originality and separateness as part of identity
(Potter & Wetherell, 1987; Widdicombe & Wooffitt, 1995; Edley & Wetherell, 1997;
Antaki & Widdicombe, 1998; Bucholtz & Hall, 2005). In this sense, the concept of
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identity also includes values, morals and the “will to learn” (Barnett, 2007:101-102).
Barnett goes on further goes on to say that both the dispositions and qualities of
students position them for the acquisition of knowledge and skills. From an
institutional development perspective there is, thus, an inherent interest in identity
development on the basis of gains to be made from an asset-based approach
(Ebersohn & Eloff, 2006). To that end, institutions of learning have a vested interest
in a holistic approach to ontological development, which includes focusing on the
acquisition of the graduate attributes that are necessary for becoming a morally

sound teacher.

Mahlomaholo’s (2009) conceptualisation of academic identity further buttresses the
study’s construction of academic identity as also both individual and institutional or
social. He holds the view that academic identity comprises values, feelings,
language, behavioural modes that are sustained by academics. That is, as cultural
capital, students’ academic identity bears relevance for their professional identity. In
the context of this study, such cultural capital includes intangible forms of value such

as intellectual capital, meta-cognition, ideas and concepts.

With regard to professional identity, Cattley (2007) is of the contention that the pre-
service teacher’'s professional identity can emerge through reflective writing and
teaching practice based on the emerging recognition of the self as a teacher. The
concept of Transformative learning is, arguably, what facilitates this relation between
professional identity and the individual identity. It is a concept couched within the

Transformative Learning theory which holds the view that:

reconstructing or transforming perspectives is the process of becoming critically
aware of how and why our assumptions have come to constrain the way we
perceive, understand and feel about our world [and positioning] ourselves to
change these structures...and finally making choices or otherwise acting upon

these new understandings. (Mezirow, 1991:167)

In another instance, Mezirow (2003:98) further asserts that “discourse or dialogue
involving the assessment of beliefs is a core tenet of the transformative learning
theory.” He is also of the view that transformative learning brings about a meaning
shift which involves profound personal change and therefore has implications for

identity in general (Mezirow, 2003).
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In view of the study’s assumption about identity and the bearing it has on academic
portraiture, the above observations are worth noting as they highlight the study’s
concern with identity as linked to both academic performance in both the pre-service

arena and the professional field.
2.3 THE CONSTRUCT OF LANGUAGE WITHIN THE STUDY

For purposes of this discussion language was regarded as a key factor in facilitating
epistemological access; this was in addition to language being regarded as situated
utterances, through which speakers struggle to create meaning (Bakhtin, 1981;
Bourdieu; 1991; 1997). In this latter conceptualisation of language, speakers are
considered to be in a constant conflict situation where words are value-laden and
influenced by particular pre-dispositions and paradigms. That is, language was
regarded as not only a means of receiving and producing information, but also a
vehicle for accessing and navigating one’s way through the discourse of academia.
To that end, language is both a vehicle for accessing knowledge (the currency of
academia) and a means for negotiating the discourse of academia (Christie, 2002;
Halliday, 1989). The issue of language in the classroom or lecture hall and the extent
to which this affects the academic performance of students, was taken as a pivotal

element of the study.

Within the context of this study, language was also associated with the kind of
literacy practices which should take into account the role of agency, negotiated
meanings, and diversity (Mac Naughton, 2009:70). Bernstein’s (1990) notion of the
transmission and acquisition of pedagogical knowledge through language mastery
also formed a key factor in the understanding of language privileged by this study,
especially with regards to language as academic code that is used in educational

transmission and transformation.
2.3.1 LITERACY PRACTICES

Barton and Hamilton (2000:7) note that “in the simplest sense literacy practices are

what people do with literacy.” More specifically, they argue that:

To acquire literacy is more than to psychologically and mechanically dominate
reading and writing techniques. It is to dominate these techniques in terms of

consciousness, to understand what one reads and to write what one
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understands...Acquiring literacy does not involve memorizing sentences, words or
syllables...but rather an attitude of creation and re-creation, a self-transformation

producing a stance of intervention in one’s context.

They further link values, attitudes, feelings and social relationships with practice — a
link that lends credence to the assumption made in this study about the
interconnectedness of language and identity with performance, as they are

conceived of in this study.

Barton and Hamilton (2000:17) further outline six propositions about the nature of
literacy and its relationship to practice that are pertinent to this study:

o Literacy, in broad terms, is best understood as a set of social practices that

can be inferred from events which are mediated by written text.
o There are different literacies associated with different domains of life.

o Literacy practices are patterned by social institutions and power
relationships and some literacies become more dominant, visible, and

influential than others.

o Literacy practices are purposeful and embedded in broader social goals

and cultural practices.
o Literacies are historically situated.

o Literacy practices change and new ones are frequently acquired through

processes of informal learning and sense making.

The above construction of literacy as a particular form of language is in line with the
critical pedagogy ideology espoused by Freire (1970). Freire posits that texts should
be read within their situational context. This means that there are extra textual
factors, such as social background and institutional norms, which have a bearing on

the way texts are read at any given point in time.

Since the focus of this study is the L2 cohort that is comprised of Black Foundation
Phase students, in an institution of higher learning, this means that the literacy
practices of these students is ideologically informed by a particular historical context,
as alluded to in the 1% chapter of this thesis. Furthermore, given that this historical
context espouses a particular academic language with its attendant practices, there

is a connection between the literacy practices of these students and the academic
40|Page

© University of Pretoria



discourse used to articulate their experiences. Bakhtin’s (1981) theory of language
complements such ontological theories of learning since, as he argues, speakers
find themselves in various contexts in which they have to constantly negotiate
meaning. His theory of language supports the argument that speech utterances are
more than conveyed content but they position the speaker in relation to the context

and other socio-cultural groups.

In other words, the language through which these students encounter and present
themselves cannot be understood outside of the context and culture within which
they are constructed as the individuals who make the utterances. In this sense,
language also comprises the institutional culture of academia in which the students
find themselves. Furthermore, there is often a dissonance between the students’
cultural language (way of being and way of doing things) and academia’s cultural
language. As such, there is an added pressure to contend with and conform to the
standards of operation where their portraiture bears connotations of being othered
and pathologised (Boughey, 2005). This, in turn, as argued later, impacts on these
students’ performance (Steele, Aronson & Spencer 2002; Bandura, 1999).

In the light of this reality for possible linguistic dissonance, Bizell (1992:27) argues
that academic discourse can actually be used to foster critical consciousness about
language and its limiting capacity. According to her:

Basic writers [read as L2 writers for this context] are very much like Freire’s
peasants...by introducing students to academic discourse, students who take up
the discourse empower themselves in an academic environment...Academic
discourse can change the thinking of basic writers in much the same way that

literacy, according to Freire (1970) changes the Brazilian peasants.

Such critical consciousness about language is especially possible if attention is paid
to the distinction between literacy practices and mere literacy events (Perry, 2012).
Where, literary practices are connected to power relations that cannot be measured,
while literacy events refer to observable actions that can be measured and evaluated

within a meritocratic system.

It should be pointed out here that more often than not, the academia pays attention
to and relies on evaluating student performance based on literacy events. The

reason for this is that student success is ascribed to hard work and compliance with
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codification (Bernstein, 1990) norms. This is done without having, in tandem, a
measure for taking into account and making provision for other factors like the socio
— economic status of students and the bearing these extra-contextual factors have
on student performance. That is, without having a different language for students to
encounter and express their particular experiences. According to Bernstein
(1990:13), class relations “generate [and] legitimate certain forms of communication
which transmit dominant and dominated codes.” The academia’s code thus becomes
part of the dominant code which is used as a regulatory measure of quality and

means of power.

This conventional operational academic framework privileges an autonomous model
which, according to Street (1995), is based on the perception that literacy comprises
simply of encoding and decoding neutral text. This implies that texts can be read
without any consideration of context. The autonomous framework is regarded as
limiting in this study and that it does not take into account the role of ideological
extra-contextual and extra-textual factors. According to Street (1995) and Morrow
(2007), systemic provision should be made to accommodate those whose frames of
reference have not privileged them with the familiarity of the traditional academic

context.

Codification, then, refers to the exclusionary codes that are used in academia. This
codification has implications for both language and identity which, according to this
study, also has implications for academic performance within a system of

meritocracy (McNamee & Miller Jr, 2004).

This critique highlighting the limits of academic language is also in line with the
theoretical thrust of this thesis’ critical pedagogical aim, A research aim that is not
only focused on making sense of the written and spoken words but also takes into
account the ideologies that are represented by the words uttered by the students
(Kincheloe et al., 2007). This is an echo of Freire’s (1970) views about reading the
world through the word. In other words, texts and academic discourses should be
understood against the backdrop of the social contexts within which they are written

and read.

2.4 THE INTER-PLAY BETWEEN LANGUAGE AND IDENTITY
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Bourdieu's (1991) conceptualization of language as more than a means of
communication but also a mechanism of power aptly captures the study’s stance
regarding the connection between language and identity. He posits the opinion that
different uses of language tend to reiterate the respective perspectival positions of
each participant (Bourdieu, 1991). Bakhtin (1981) concurs through his contention
that speech does more than communicate content. In this regard, Ferreira (2009)
provides an apt description of language as an indispensable and inescapable part of

our lives, and also a part of our identity as distinct human beings.

This presents a socio-cultural perspective on the link between the constructs of
identity and language as a vehicle for literacy practices where identities are shaped
and influenced by texts and texts are in turn shaped by contexts — that is, the
individuals that read or write them and the circumstances under which this is done.
The concept of critical moral consciousness is linked to this socio-cultural notion of
identity in the study’s stance on the connection between the cognitive (the mind) and
the affective (the heart). According to Mustakova-Possardt (2004:245):

Critical [moral] conscioushess is in essence optimal consciousness, characterised
by the integration of the intellectual, emotional, moral and spiritual aspects of the
human being. Levels and degrees of critical consciousness are the result of the
lifelong synergistic interaction of moral motivation and structural cognitive
development, leading to a progressively more harmonious working of mind and
heart and an empowered unity of rational understanding, intuitive knowing and

inner vision.

In conformance with the study’s orientation Mustakova-Possardt (2004:246) further
contends that:
Mature moral consciousness, central to negotiating the challenges of the 21°
century is understood as a way of being, an optimal path of human development,

which exhibits wholesome engagement with meaning and positive change in

one’s social world... [and it] is characterised by ever-expanding circles of agency.

Her conceptualisation of the construct of critical moral consciousness is that it entails
four dimensions: moral motivation, a moral sense of identity, a sense of
responsibility and agency, and a deep sense of relatedness on all levels of living and

a sense of meaning and life purpose. In her study she presents a case for “re-
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envisioning education in the direction of integrating mind and heart, developing both

moral motivation and critical discernment” Mustakova-Possardt (2004:246).

The aforementioned is an apt encapsulation of the ideological orientation of this
thesis, which is also in consonance with Okri's (2015) views about the [African]
renaissance as a construct that is associated with transformation at an individual
level. It is also in alignment with the theoretical focus of critical pedagogical research
which should, “have a mandate to represent a form of reading that understands not
only the words of the page but the unstated dominant ideologies hidden between the
sentences as well' (Kincheloe, 2007:165). This line of thinking conforms to the
paradigmatic dictates of critical pedagogy that gravitates towards praxis. To this end,
the study closely aligns itself with a transformative learning orientation that sees the
learner as a constructor of meaning with the aim of creating something new
(Slabbert & Hattingh, 2009).

Critical Pedagogy refers to a praxis-oriented teaching and learning approach in
which students are encouraged to be reflective and to critique meaning and the
popular notion of the teacher as the sage on the stage. In this approach there is a
drive towards inculcating a constructivist critical consciousness in students
(particularly those from disadvantaged backgrounds and low socio-economic
contexts) that is strongly aligned with the notion of praxis.

The view held by Breuing (2011) is that critical pedagogy should strengthen
pronouncement of its social justice orientation in conjunction with its constructivist
orientation. Furthermore, Rall (2002:3) contends that:
the power of critical pedagogy rests in its hope for social transformation, a
transformation that takes place when the oppressed [read in the study’s context
as previously disadvantaged individuals (PDIs)] are empowered through

education to see themselves as actors in the world.

The relationship between language and thought, the role of language in intellectual
transformation (Vygotsky, 1971; Evans & Green, 2006) and their relevance for
knowledge reception and production also fall under the lens of enquiry in this study.
The contention that language should not just be regarded as a vehicle of thought but
an instrument for shaping thought is seen as a confirmation of the Vygotskian (1971)

view regarding the connection between language and thought. In this view, schools
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require an elaborate dominant code for academic success. According to Bernstein
(1990), this means that there are power relations which disadvantage those who
have not been previously exposed to this code — as was often the case with the L2
cohort in this study. These students are disadvantaged when they enter the system
where prior exposure to the dominant code (language of transmission) facilitates
academic success. Bernstein’s view is that in this context acquisition (which involves
decoding and processing of information) is significantly hampered and has negative

implications for academic performance, hence identity.

Kress and Hodge (1979) conceive of language as important for the storing of
perceptions and thoughts, which play a significant role in knowledge reception and
production processes. In this regard, language also plays a pivotal role in how
individuals perceive others and themselves (their portraiture). In the relationship of
the educator and student such perceptions have an effect on performance and
ontological development. In further agreement, Gee (1992) holds the view that
language should not be viewed in isolation but as attached to social relations and
various physical and affective dimensions, including places in the world. In this
conceptualisation, literacy, as one form of language use, reflects these various
dimensions. He also conceives of the construct of discourses as an affirmation of the
connection of language to social roles and contexts in ways that some post-
structuralists have argued regarding the role of language in modern societies.

The significance of the connection between language and identity is further
confirmed by Perry (2012:66) when she states that it is important to understand
literacy and literacy practices in their various nuances and contexts. She presents
the opinion that, “cognitive processes are shaped by the social contexts and
practices in which they occur.” Bandura (1999:249) echoes these sentiments
through his social cognitive theory in which questions about the role of one’s self
identity in decision making processes are posed. He places an emphasis on the role
of cognition on self-efficacy and the ability to self-regulate and further notes that
people are not entirely at the mercy of the dictates of their social contexts and

external influences:

People possess self-reflective and self-reactive capabilities that enable them to
exercise some control over their thoughts, feelings, motivations and actions. In the

exercise of self-directedness, people adopt certain standards of behaviour that
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serve as guides and motivators to regulate their actions anticipatorily through self-

reactive influence.

The above observations point towards the fact that individuals have a measure of
agency that positions them as change agents who have the capacity to escape from
deterministic precepts (Taylor, 1992). In other words, the position held in this study
was that students should be empowered to not regard themselves as helpless
victims of circumstances. Such a perspective is in congruence with the ideological
orientation of critical pedagogy and transformative learning with their focus on the
need for empowering students to fully become who they can and ought to become.

24.1 EPISTEMOLOGICAL ACCESS AND CRITICAL LITERACY

The association of language with epistemological access will be discussed so as to
facilitate its conceptual understanding within the broader paradigmatic concern of
this thesis. Towards this end, Mac Naughton’s (2009) conceptualisation of three
epistemological positions, namely conforming, reforming and transforming, will be
brought into focus. The conforming position of knowledge posits the view that in
order for optimal knowledge to be facilitated others should play a pivotal role. In this
view the role of the individual is marginalised while that of the teacher/educator is
fore-grounded and centralised. This is reminiscent of the ideological orientation of

the teacher as the sage on the stage.

According to Mac Naughton (2009) the reforming view of knowledge is positioned
within a Piagetian and Vygotskyian constructivist paradigm. In this view there is an
emphasis on holistic development where teacher/educator and learner/student
collaborate to facilitate knowledge, with the teacher/educator playing the role of
mediator of knowledge. The study aligns itself with this view.

The aforementioned is connected to the idea that critical literacy is more that the text
on the page but the issues that are connected to or that emanate from the social
world (Janks, Dixon, Ferreira, Granville, & Newfield, 2014). Within the context of this
study the term is associated with the overarching lens of the Transformative
Paradigm and the associated theories of Transformative Learning, Ciritical

Emancipatory Research Theory, and Critical Pedagogy.

2.4.2 TRANSFORMING KNOWLEDGE
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The transforming knowledge position (Mac Naughton, 2009) is closely aligned to
critical emancipatory theory with a bricoleuric perspective. This position holds the
view that there are various ideas about learning. In this view there is a strong
recognition that there are multiple ways of living and being in the world. There is an
‘anti-conformism’ bias and a leaning towards becoming fully human, which entails
various multi-layered interactions that cover various aspects of being human (Mac
Naughton, 2009). In this regard the study strongly associates itself with this view of
knowledge construction. Epistemological access has to do with, “providing students
with opportunities to understand the context in which particular domains of
knowledge are constructed and to construct knowledge in these ways themselves”
(McKenna, 2010:8). This would then assist them to navigate their way through, what
is often to them, the complex maze of meaning-making, from a de-constructivist
point of view — as receivers/readers/hearers of knowledge and constructivist

perspective as producers/writers/speakers of knowledge.

Similar sentiments were implicitly expressed by Okri (2015) in his lecture pertaining
to his conceptualisation of the Renaissance in Africa and its implications for multi-
dimensional transcendence and individual transformation. This view ties in with the
study’s orientation regarding the need for individual transformation (in this instance,
with specific reference to the BFP cohort) which carries ramifications for societal
transformation. There is a further resonance with the study’s perspective that Critical
Pedagogy should be regarded as a vehicle for students’ attainment of critical

consciousness (Servage, 2008).
2.4.3 THE SIGNIFICANCE OF A TRANSFORMATIONAL APPROACH

Even though this was not an explicitly stated intention the study also sought to
examine the extent to which students envision themselves as co-constructors of
academic and professional identities that will position them to be, “vociferous
seekers of knowledge” (Carson, 2005) and knowledge — producers. In view of the
inevitable ubiquitous technological presence, Koutropoulus (2011) states that the
role of educators is to provide students with access to pedagogically appropriate
ways of processing and assimilating knowledge in both technological and face-to-
face spheres. This is in alignment with the issue of multi-modalities, where the focus
is on modes of representation that are much broader than language alone (Kress &

Hodge, 1979; Cope and Kalantzis; 2000). The study seeks to make a contribution
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towards the BFP cohort ultimately becoming reflective Foundation Phase
professionals who value critique and who are co-participants in teaching and
learning environments that use technology in pedagogically appropriate ways
(Servage, 2008).

The primary challenge is, therefore, a paradigmatic, perceptual and cognitive one
which needs to be dealt with at an individual student level thus tacitly making a case
for the transformational learning agenda. This notion of transformation ties in with
the views expressed by Okri (2015) in his lecture when he waxed eloquent about the

renaissance being ultimately about individual transformation.

The definition of learning as ‘the construction of meaning by the learner him/herself
who then uses it to create something new’ (Slabbert & Hattingh, 2009: CD), is an
appropriate point of departure for understanding the construct of transformative
learning as it pertains to this study. Transformative learning is premised on the
pedagogic positon that learning should go beyond the surface and superficial
knowledge acquisition and move towards emancipatory thinking that entails the
constructive critique of commonly-held beliefs and ways of operation (Mezirow,
2000). Brookfield (2003) believes that for critical pedagogy to have an impact
transformative learning is required. This view is in tacit tandem with this study’s
ideological orientation, thus making it an apt exemplification of the transformative
and emancipatory agenda of the study.

The study is an attempt to throw light on the systemic issues that have the potential
to give rise to an anomalous situation and the interventions that will be appropriately
responsive to the stated problem. A further intention is to contribute towards the
creation of participatory learning environments in which assumptions and values

about language, race and culture will be taken into account.

As alluded to earlier in this discussion, the autonomous model refers to “individual

cognition...and the intrinsic characteristics that literacy is assumed to have...”; while
the ideological model refers to “literacy as a set of practices that are grounded in
specific contexts and linked to power structures in society” (Street, 2001:433). Street
proposes an ideological model as an alternative to the autonomous model referred
to above. In this model literacy is understood as a set of social practices, which take

into account context rather than merely a set of skills. The relevance of this view for
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this study is that the meaning that is derived from texts will, invariably, be connected
to how individuals (in this case the BFP cohort] perceive themselves in relation to the
value they place on those texts and themselves (Boughey, 2005). In addition their
school contexts and prior exposure to the academic culture are critical factors that

should be taken into account.

The afore-mentioned is in alignment with the theory of transformative learning in
which the academia is seen to have an emancipatory mandate of equipping students
with the ability to think for themselves (Taylor, 1992) and to not just be passive
recipients in a pedagogical setting that relies primarily on a transmission mode as a
vehicle for acquisition. According to this theory students should be empowered to
critique knowledge in a reflective manner and they should be prepared to be
reflective practitioners (Kincheloe et al, 2007). This is a critical pedagogy notion of
learning being a process of transformation which also implies a change in identity
(Mezirow, 2000). The academia is, therefore, strategically positioned to explore the
manner in which this transformation is actualised and to expose students to a holistic
epistemology (Miller, 1997), with the consciousness that, “teaching, at its best, is an
enterprise that helps human beings to reach the full measure of their humanity”
(Ayers, 2004:1).

In her PhD study, which is a case for a genre-based approach for teaching writing,
Carstens (2009) by implication, argues that HEIs (Higher Education Institutions)
have a responsibility to teach students to write academically. She cites Cope and
Kalantzis (1993) to support this approach. In Bernsteinian (1990) terms, this would
mean that the academia should use appropriate ways of familiarising the L2 cohort
with and equipping them with knowledge of its codification systems while assisting
them to read the word within the context of the world (Freire, 1970). Rall (2002:5)

tacitly concurs while adding a further dimension by stating that:

It is obvious that our job is to teach or facilitate the learning of writing for our
students but how and what we teach can affect more than merely our students’
success in academia. Hence, we approach teaching with agendas larger than
mere teaching of writing. In most cases our agendas are ideological...In other
cases, though appearing to be benign and apolitical, our approach is nevertheless
a reflection of what we...think is important and therefore a statement reflecting our

position in the debate between traditional and progressive education.
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It is hoped that the findings will provide appropriate insights into what this will entail
for the context of the study and cohort under discussion. Rall (2002) further
postulates that as important as it is to take into account Freirian pedagogy regarding
the importance of critical consciousness there is also a need to foreground the
significance of critical thinking in the construction and deconstruction of academic
discourse. He critiques the emphasis on the social to the exclusion of the elements
that are required to foster academic success in university such as argumentation,

reasoning, evidence and support.

He does this by stating the need for making distinction between critical thinking and
critical consciousness and by denoting critical thinking as useful and critical
consciousness as valuable. He, however, acknowledges the similarities between the
two. The point of convergence between these two constructs is that they both place
an emphasis on the need for critiquing commonly held beliefs and assumptions. The
difference, however, is that in the case of critical thinking the focus in on the skills of
argumentation as they pertain to academic discourse, as mentioned earlier whereas
critical consciousness includes the acquisition of skills and competencies that stretch
beyond the confines of the academia. He therefore, argues for the need to merge
the two: teaching critical thinking skills while also developing critical consciousness.
Rall's (2002:3) assertion is that:

We obviously want our students to be capable of succeeding inside classrooms
and outside classrooms. By teaching both critical thinking and critical
consciousness, we help develop critical scholars and critical citizens both of which
contribute to a fuller potential of humanity. This should be our goal as educators

and more specifically as teachers of writing.

The implications of the above for this study are that the study concurs with Rall's
(2002) views about the need for adopting a dual-pronged approach. For purposes of
this study it means that there should be a pragmatic and balanced social justice
approach. McLane and McNamee (1990) concur by postulating that reading and
writing are ways of constructing and conveying meaning with written language and
literacy. According to them, this is a multi-faceted phenomenon that involves more &

understandings, attitudes, expectations and behaviours, as well as specific skills.

The aforementioned is in conformance with critical literacy tenets which contend that

literacy has an ideological nature. Bizell (1992) argues that teaching academic
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discourse can be likened to an emancipatory exercise. This view finds resonance in
the notion of critical literacy as not being just about the text on the page but the
iIssues that are connected to or that emanate from the social world. Within the
context of this study the term is associated with the overarching lens of the
Transformative Paradigm and the associated theories of Transformative Learning,

Critical Emancipatory Research.

The view of agency and identity is supported by Freire (1970; 1994), who is
generally regarded as the founder of critical pedagogy and critical consciousness.
He states that literacy makes sense in the terms of consciousness. According to him
the printed word should be connected to the world which involves the capacity for

reflection about the world.
2.4.4 IDENTITY AS PART OF ACADEMIC PORTRAITURE

According to the Collins Thesaurus (2009), portraiture refers to the word picture of a
person’s appearance or character portrayal. In the context of this study the term
carries connotations of the portrayal and delineation of students by themselves or
others within academia. In the case of the BFP pre-service cohort it refers to how
this cohort views themselves as gleaned from their narratives. In this study
portraiture also has to do with how this cohort is portrayed within the academia. It is
also linked to academic identity (Mahlomaholo, 2009) which, as a result of praxis

orientation (Freire & Shor, 1987) has ramifications for professional identity as well.

Samuel (2000) concurs with the aforementioned, in his study of student teachers in
the post-apartheid context, by stating that in a country like South Africa, the life of
student teachers is often characterised by unfavourable conditions such as poverty
and hardships that add pressure to the process of assuming a professional identity.
His observation is that these identity challenges have the potential of perpetuation in
the school contexts thus tacitly supporting the study’s stance of the need for
mediation that will prevent the perpetuation of anomalous conditions. He further
notes that the South African professional environment in which these student
teachers ultimately find themselves after completion is a cause for concern because
of the multifarious challenging contexts The data of Samuel’s (2000:477) case study
Samuel reflected that “tensions exist between the hope and ambitions that

individuals have for themselves and what they feel they can achieve as a teacher”.
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This relates closely to the emancipatory approach the study is making an advocacy

for.

In relation to the transformative agenda | assumed the stance of a tapestry weaver
and craftsperson in portraying the students a particular way, with the ultimate aim of
presenting a portrait that would lead to transformative practice (Lawrence-Lightfoot,
2002). Tied to portraiture is the concept of bricolage (Kincheloe et al., 2007) where
the researcher is viewed in metaphorical terms as a bricoleur who employs various
methodologies and theoretical perspectives in pursuit of a specific ideal while also

making provision for the emergence of new insights.

In this study, bricolage is an emancipatory research construct which allows for multi-
disciplinary and multi-pronged research that has, as its underlying agenda, the
achievement of critical consciousness, transformation, and change agency. On the
one hand, bricolage allows for the yielding of new insights while, on the other,
pursuing pre-conceived ideals of emancipation and transformation. In such an
orientation, there is a predisposition towards and pre-determined purpose to pursue
a particular ideal. The pursued ideal in this study is that of change agency, while at
the same time recognising that there is a consciousness that ‘new knowledge’ may
emerge from the research. In this way, the notion of the bricolage makes provision
for paradigm shifts that give rise to fresh perspectives aimed at making a
contribution towards the emergence of innovative insights that will provide multi-

perspectival solutions.

Furthermore, bricolage gives rise to the bricoleur's perspective. Kincheloe
(2008:323) conceives of bricolage as, “multi-methodological, multi-theoretical and
multi-logical forms of social enquiry into the social, cultural, political, psychological
and educational domains.” Bricoleurs are also referred to as “methodological
negotiators” (Kincheloe, 2008:325; Kincheloe et al.,, 2007:168). Thus, bricolage
involves a critical provision for research approaches that do not necessarily

subscribe to traditional research agendas (Kincheloe et al., 2007:172).

Roget's 3™ ed. Thesaurus (2012) provides a list of synonyms for the word,
“portraiture.” The ones which capture the definition of this word as used in the study
are “characterization, delineation, description, depiction, image, verbal picture and

profile”. Within this study, the way in which students perceive themselves and the
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way in which they are perceived by others within the academia forms part of their
portraiture and identity. Freire (1994) and Holland et al. (1998) tacitly affirm this
when they assert that students who have always been assigned the position of less
than will have a limited view of the options that are available to them. In other words
labelling others as less than has the effect of pathologising and othering them

(Boughey, 2005) which has the propensity of becoming a self-fulfilling prophecy.

The way in which students perceive themselves and the way in which they are
perceived by others within the academia forms part of their portraiture and identity
(Freire, 1994). Their portraiture thus has to do with their own identity
conceptualisation and construction as influenced by various factors, such as their
socio-economic and historical background. Since the focus of the study is on the
BFP students there is an underlying implication that the teacher educator (the
lecturer) has a role to play in the construction of the academic identity and ultimately
their professional development. The inherent critical pedagogy imperative is that
teacher educators have to know how their students make meaning (Kincheloe et al.,
2007:165). This should facilitate an understanding of the forces that shape who the
students are and how they can contribute towards their own emancipation from

debilitating and constraining forces.

In this study language is seen as a higher instrument of thought which is used for
shaping thought and a means towards intellectual transformation (Vygotsky, 1971). It
is also used to facilitate the reception and production of information in the classroom.
Epistemological access has to do with, positioning students to understand the
contexts of the construction of particular domains of knowledge are constructed so
as to be able to construct this knowledge for themselves. (McKenna, 2010) This is in
keeping with the post-modernist notion of learning being a process of transformation
which also implies a change in identity in professional identity formation and
transformation (Mezirow, 2000). The academia is, therefore, strategically positioned
to explore the manner in which this transformation is actualised and to expose
students to a holistic epistemology (Miller, 1997). Rall (2002:3) notes that:

...the power of critical pedagogy rests in its hope for social transformation, a
transformation that takes place when the oppressed [read as previously
disadvantaged individuals who are L2 English speakers — in this context the BFP

cohort] are empowered through education to see themselves as [meaningful]
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actors in the world'. In this way Critical Pedagogy facilitates student engagement,
which further fosters participatory research. Kincheloe et al. (2007: 164) express
the view that, “critical research can be understood best in the context of the

empowerment of individuals.

Mustakova-Possardt (2004:248) regards critical [moral] consciousness as optimal
consciousness which integrates the intellectual, emotional, moral and spiritual
aspects of the human being. Levels and degrees of mature moral critical
consciousness are the result of the lifelong synergistic interaction of moral motivation
and structural cognitive development, leading to a progressively more harmonious
working of mind and heart and an empowered unity of rational understanding,

intuitive knowing and inner vision that is:

...central to negotiating the challenges of the 21% century and understood as a
way of being, an optimal path of human development, which exhibits wholesome
engagement with meaning and positive change in one’s social world and is

characterised by ever-expanding circles of agency.

Her conceptualisation of the construct of critical moral consciousness is that it entails
four dimensions, namely,” moral motivation, a moral sense of identity, a sense of
responsibility and agency and a deep sense of relatedness on all levels of living and

a sense of meaning and life purpose. In her study she presents a case for:

re-envisioning education in the direction of integrating mind and heart and

developing both moral motivation and critical discernment.

This study thus seeks to pursue and make a conceptual contribution towards a
responsive critical empowerment mandate and making provision for a higher
education preparation that would be in alignment with that. A further reason for the
choice of the bricolage (Kincheloe et al., 2007:170) is the contention that:

in social research, the relationship between the individuals and their contexts is a
central dynamic to be investigated. This relationship is a key ontological and
epistemological concern of the bricolage; it is a connection that shapes the

identities of human beings and the nature of the complex social fabric.

The preceding assertion is an apt depiction of the emancipatory focus and asset-
based approach of the study. Their portraiture also has to do with their own identity

conceptualisation and construction as influenced by various factors, such as their
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background and the milieu of the academia, which has implications for their
academic identity. Since the focus of the study is on the BFP students there is an
underlying implication that the teacher/educator has a role to play in the construction
of the academic identity and ultimately their professional development.

The inherent critical pedagogy imperative is that teachers/ educators have to know
how their students make meaning so that they can, “construct pedagogies that
engage the impassioned spirit of students in ways that move them to learn what they
do not know” (Kincheloe et al., 2007:166). They further present the view that
educators, as critical teachers, have a dialectical role of assuming the mature
authority of facilitators of student enquiry (Kincheloe et al., 2007:165). Furthermore,
they, “must recognise the importance of understanding the social construction of
student consciousness, focusing on motives, values and emotions” (Kincheloe et al.,
2007:166) with implications for critical moral consciousness (Mustakova-Possardt,
2004). This should facilitate an understanding of the forces that shape who the
students are and how they can contribute towards their own emancipation from

debilitating and constraining forces.

From an ontological perspective Jansen (2013) talks about the importance of
developing students’ resilience thus empowering them to be better positioned to
overcome and face the various vicissitudes of life. He paints various real life
scenarios in which students of varying ages are confronted with challenging
circumstances and yet they are able to emerge victorious. His contention is that the
ingredient that makes it possible for them to overcome is resilience. This assertion is
a tacit reinforcement of the assumptions made in this study about the convergence
of the cognitive and the affective in the academic performance of the students under

study.
245 ONTOLOGICAL DEVELOPMENT

The issues that pertain to this aspect are brought into focus in pursuit of the
transformational agenda of this thesis. Ontology is defined as that which ‘...deals
with the nature of being’ (Collins, 2009). Wortham (2008:3) argues that from an
ontological perspective “learning is by definition intertwined with social identification”
which has transformational implications. In support of this view, Wenger (1998:215)

contends that, “learning transforms who we are and what we can do, it is an
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experience of identity with schools taking on the role of “crucibles of transformation”
(Packer, 2001:1). Learning involves both representations of subject matter and the
development of identity. Hall & du Gay (1996) substantiate this view by referring to
identity as becoming. This means that learning to be a teacher does not only involve
learning about the disciplines pertaining to the teaching profession but it also entails
that one develops the attributes of a teacher (Hall & du Gay, 1996). The roles of a

teacher are listed by Morrow (2007) as:
() Learning mediator
(i) Interpreter and designer of learning programmes and material
(i) Leader, administrator and manager
(iv) Scholar, researcher and life-long learner
(v) Community, citizenship and pastoral role
(vi) Assessor

(vii) Learning area/subject/discipline/phase specialist

From the above it is evident that there is both epistemic and ontological aspect
related to being a teacher. It should be pointed out however, that Morrow (2007)
voices his reservations about the extent to which this is a realistic expectation.
However, the debate about the feasibility of the teacher’s ability to enact these roles
as contested by Morrow (2007) will not be debated here. The list is merely used to
illustrate the dimensions attendant to being a teacher, which has implications for pre-
service teacher education and the assumptions presented as a premise for this

study.

Ontology has transformational implications, with the classroom being a space that
accommodates multiple identities (Wortham, 2008). This fits in with the study’s
transformational concern which holds that academic identity is part of the student’s
transformation process of becoming, which will culminate in a professional identity,
as pointed out earlier. In tacit support of the role of epistemology and ontology in
education is an excerpt from a key-note presentation titled ‘Developing Research
Coherence’ by Prof Michael Samuel of the University of KwaZulu-Natal, presented
on the 29" September 2010 in the Faculty of Education at the University of Pretoria.

In his presentation he illustrates his point through a narrative by a student from
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Turkmenistan. Despite the fact that the sentiments expressed here are from a

Turkmenistanian student, they, nevertheless have a global and local relevance.

The student-teacher, conceives of teachers as “a model portrait for their country,
they must show learners how to be citizens of the society and [they] must have three
main qualities: dedication, expertise and tolerance”. The student’s summation aptly
captures the essence of the point that is pertinent to this thesis, that is, the link
between the cognitive (language) affective, when he states that “teachers are like a
double helix DNA: they are always linking morality -the affective which, in this study
is linked to identity issues and expertise -the cognitive which, in this study, is aligned
to language. He goes on to point out they must evince “dedication —which is
connected to the ontological development of students — and educational knowledge”
(Samuel, 2010). The latter bearing a relation to epistemological access.

Schools are positioned at the center of the community, social and economic
regeneration, therefore the situational realities of schools such as teacher shortages
— particularly within the ECD/FP sector — or multi-lateral under-performance put
quality learning at risk and ultimately impacts negatively on the economy and
development of society (Samuel, 2010). The issue of under-performance in schools
will not be dealt with in an in-depth manner but will be alluded to as based on the
literature and implicature through the data.

Even though the issue of teacher-shortage does not fall within the immediate focus
of the study, it is worth noting because it mentioned above have implications for
individual and social development as well as economic growth, as pointed out. As
mentioned earlier, there is a connection between education and the economy and
subsequently, knowledge and power (Apple, 2001) which results in the cyclical
effects alluded to as part of the assumptions inherent in this study. According to
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