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Abstract 

 

South African schools have become more multilingual, but teachers do not have the 

skills to adjust their classroom practice to accommodate multilingualism meaningfully. 

Thus, implementing multilingualism is a challenge in the South African classrooms. It 

is, therefore, essential to study how teachers manage their early-grade multilingual 

classrooms. Much is known about the transition from Grade 3 to Grade 4, where 

learners move from being taught in their home language in the Foundation Phase; to 

being taught in the language decided by the school governing body (SGB), which is 

seldom an African language. Many teachers are unable to teach in their Foundation 

Phase learners’ home language because they do not speak the language(s) and have 

not been trained sufficiently to teach in a multilingual context. This study aimed to 

explore teachers' perspectives on their manoeuvres around linguistic realities they 

encounter in single-medium, multilingual Foundation Phase classrooms in South 

Africa. The literature reviewed focuses on the linguistic realities of South African 

classrooms and the Foundation Phase teacher’s pedagogical knowledge, 

multilingualism, and translanguaging abilities. Vygotsky's Zone of Proximal 

Development, the Continua of Biliteracy, and translanguaging ground this study. The 

research site used was in the Sekhukhune District in Limpopo. A qualitative approach 

with a case study research design was used to observe and interview four teachers in 

different classrooms who teach learners who do not understand the medium of 

instruction - Afrikaans. The study does not provide solutions for teachers who 

experience challenges associated with a multilingual classroom; rather, it identifies the 

linguistic realities that teachers encounter. The key findings show that teachers 

struggle to teach aspects such as phonics to Grade 1 learners who do not understand 

Afrikaans as a language of instruction. Instead, the teachers resort to translation, 

classroom print, and strategic seating arrangements. Furthermore, HODs, due to their 

lack of knowledge regarding multilingualism, provide minimum practical or 

pedagogical support to teachers. Lastly, teachers struggle due to their lack of 

pedagogical knowledge of teaching learners who do not understand the language of 

instruction, thus placing these learners at a disadvantage.  

Key words: bilingual, Foundation Phase teachers, linguistic realities, multilingualism,  
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CHAPTER 1: INTRODUCTION 

 

1.1 Introduction and Background 

 

After the dawn of democracy in 1994 whereafter Apartheid was officially trumped, the 

language policies in South Africa were rewritten to promote equity and equality (van 

Staden, 2021). After the fall of Apartheid, classrooms became multiracial and 

multilingual because the national constitution was rewritten and gave official status to 

nine other languages which affected the Language of Learning and Teaching (LoLT) 

(de Klerk, Palmer & Papashane, 2021). As stated by the national Language in 

Education Policy (LiEP) (DoE, 1997, p.1), schools need to promote multilingual 

teaching through: 

 "the development of the official languages, and respect for all languages used in the 

country, including South African Sign Language and the languages referred to in the 

South African Constitution."  

The LiEP (DoE, 1997, p.1) stipulates that: 

"the underlying principle is to maintain home language(s) while providing access to and 

the effective acquisition of additional language(s).”  

Thus, learners from grades R to 3 (Foundation Phase) are taught in their home 

language as their LoLT, and an additional language is incorporated into the curriculum. 

From Grade 4 (Intermediate Phase), the learners' LoLT then transitions from the 

learners' home language to the language that the School Governing Body (SGB) 

chooses as the LoLT of that school, with English as the predominant choice (Probyn, 

2019). The South African Schools Act (SASA) (1996) provides SGB’s with the power 

to determine the language policy of a school.  

In the South African education system, multilingualism and the challenges thereof are 

a significant national concern (Probyn, 2019). While the LiEP was developed to 

promote equality, schools have become more multilingual (van Staden, 2021). Yet, the 

Department of Basic Education has not introduced specific multilingual teaching 

programmes in line with the current school system (Cekiso, Meyiwa & Mashige, 2019). 

The LiEP (DoE, 1997, p.3) stipulates that: 
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"in determining the language policy of the school, the governing body must stipulate how 

the school will promote multilingualism through using more than one language of 

learning and teaching, and/or by offering additional languages as fully-fledged subjects, 

and/or applying special immersion or language maintenance programmes, or through 

other means approved by the head of the provincial education department.” 

Although the LiEP stipulates this, teachers report that they do not know how to manage 

multilingual classrooms due to the diverse challenges (de Klerk et al., 2021). Hence, 

my study focused on the linguistic realities that Foundation Phase teachers experience 

in single-medium multilingual classrooms as they manoeuvre their way out of this 

challenge. 

 

1.2 Rationale 

 

1.2.1 Personal Rationale 

 

I teach at a parrel-medium school: English and Afrikaans. I noted my learners’ 

language profiles in an Afrikaans-medium classroom during my first teaching years. 

Learners who could not speak Afrikaans ended up in my classroom since parents 

insisted that their non-Afrikaans-speaking children be enrolled in the school even 

though the English stream was full. English is an additional language for some learners 

and is not spoken at home. I, therefore, sought alternative ways to teach these Grade 

1 learners by asking for support from my colleagues. My search for support indicated 

that my colleagues were in a similar situation, also struggling to teach learners who do 

not speak the language being used as the medium of instruction. The experience 

propelled me to pursue this study in which I explored my journey and those of other 

teachers teaching in a multilingual classroom.  

 

1.2.2 Professional Rationale 

 

Concurrent with the experience in my classroom, I found the research on 

translanguaging of interest. The first time I was introduced to the topic of 

translanguaging was in my fourth year at university. Translanguaging and multilingual 
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strategies allow educators to empower learners. From my point of view, I feel that 

when we as teachers educate and develop ourselves, we will be able to contribute to 

a higher success rate in schools, especially in areas such as language teaching. I feel 

that many teachers are unwilling to become lifelong learners and equip themselves 

with new strategies and ideas. Translanguaging, as a relatively new strategy in South 

Africa, is easily rejected due to teachers' lack of knowledge or unwillingness to learn 

something new. Thus, due to my personal motivation, translanguaging formed a big 

part of the study as well as how teachers truly experience and teach their multilingual 

classroom.  

 

1.2.3 Scientific Rationale 

 

Numerous researchers indicate that teachers feel undertrained and overwhelmed by 

the multiple languages in their classrooms (Birello, Llompart-Esbert & Moore, 2021; 

de Klerk et al., 2021; Cekiso et al., 2019; Omidire, 2020). Teachers feel that instruction 

must only be given in one language- therefore, many teachers do not translate the 

work for learners to understand. Furthermore, they claim that two languages must be 

kept separate without switching between them because this can impair the acquisition 

of the Language of Learning and Teaching (Birello et al., 2021). From the literature, I 

have identified that teachers experience different realities when teaching in a 

multilingual classroom and sometimes struggle to adapt to the multilingual nature of 

the classroom. Therefore, the current study focused on the realities of teachers in a 

classroom that is a single medium but must adjust to multilingual practices. The focus 

is on the teachers' linguistic realities in the Foundation Phase. 

 

1.3 Problem Statement 

 

It is well known that learning occurs much easier when the learner receives instruction 

in their home language, especially in the Foundation Phase (Cekiso et al., 2019). 

Teaching learners in their home language in South Africa is not always possible for 

numerous reasons such as that it may not always be practical or cost-effective (Evans 

& Cleghorn, 2014). Evans and Cleghorn (2014) furthermore stated that a teacher's 
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language proficiency could hamper the effectiveness of home language teaching. On 

the other hand, parents often choose a school that does not necessarily offer the home 

language but rather English because parents feel that their children's success 

depends on the language of instruction (Shinga & Pillay, 2021; Omidire, 2020). Many 

parents also choose English as the medium of instruction when they enroll their 

children at a school because the resources, such as textbooks, are unavailable in the 

language they speak at home (Palane & Howie, 2019). The observed problem in my 

study is where learners are enrolled in grade 1, into a LoLT that they do not understand 

due to the choice of parents and because classrooms reached it capacity.  

Much is known about the transition from Grade 3 to Grade 4, where learners are taught 

in their home language in the Foundation Phase and then from Grade 4 onwards, the 

learners are taught in another LoLT, such as English or Afrikaans (Makgabo & Modise, 

2020). Limited research in South Africa focus on the learners that enter the school 

system in grade 1 and are taught in a language that they do not understand. My study 

contributes to this research but rather than focusing on the learners and the problems 

they face; the focus will be on Foundation Phase teachers and how they experience 

the linguistic realities in their single medium but multilingual classroom.  

Research by Birello et al. (2021), Machado and Hartman (2019) and Omidire (2020) 

focus on the practices that teachers use in multilingual classrooms where the learners 

learn in a LoLT other than the languages they understand. Teachers are obligated to 

make adjustments to the curriculum to teach learners who do not understand the LoLT 

effectively. Although teachers are obligated to make these adjustments, there is a 

disjuncture between teachers' teaching practice and the teachers' knowledge of 

language learning that can interfere with multilingual teaching (Birello et al., 2021). 

The disjuncture is for example when teachers choose not to translate between two 

languages and then only give instructions in one language because, in practice, 

teachers feel that languages must be kept separate (Omidire, 2020). 

Together with the disjunction between teaching practices and teachers knowledge of 

language learners, teachers also identified that they do not have enough knowledge 

or do not receive enough guidance to successfully teach the linguistic diversities of the 

classroom (Meier, 2018; Birello et al., 2021). A study conducted by Dowling and 

Krause (2019) who interviewed and observed teachers in a multilingual South African 
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classroom indicates that teachers are afraid to make use of multilingual practices in 

the classroom. The reason is that those traditional practices of language education or 

education as a whole did not favour using two or more languages to create 

understanding. Thus, Meier (2018) and Omidire (2020) stated that teachers would 

instead lean toward monolingual practices because teaching only one language is 

much easier and more practical. My study sets out to explore exactly what happens in 

the Foundation Phase classrooms and what linguistic realities teachers experience in 

their single-medium multilingual classroom. Furthermore, this study focuses on school 

enter into grade 1, rather than where learners are already part of the school system, 

to capture the experiences of these teachers, teaching learners how to read and spell 

in a language that they do not understand.  

 

1.4 Research Question 

 

What linguistic realities do teachers experience in a single-medium multilingual 

Foundation Phase classroom? 

 

1.5 Research Design and Methodology 

 

The research paradigm that describes my worldview and influences the interpretation 

of the data gathered (Kivunja & Kuyini, 2017) is the interpretivist paradigm. Due to the 

qualitative nature of the study that focuses on the individual meaning of every 

participant, the interpretivist paradigm was suitable. The data collected focused on the 

individual perspective of the teachers teaching in a multilingual but single-medium 

classroom; furthermore, the school’s unique context, teachers, and learners are 

considered. A qualitative approach was deemed apt because it places importance on 

the beliefs, behaviours, and emotions of the participants involved (Christensen, Burke 

Johnson & Turner, 2015).  

The case study design was utilised, where semi-constructed interviews and 

observations provided a comprehensive understanding of the case (Leedy and Ellis 

Ormrod, 2015). Grade 1 Foundation Phase teachers with learners in the classroom 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



6 
 

who could not understand the LoLT were the population of this study. I narrowed down 

the population to get a sample size. The sample size was four Grade 1 teachers 

teaching in the Sekhukhune district in Limpopo. The classrooms of the Grade 1 

teachers were characterised as single-medium classrooms where the LoLT is 

Afrikaans. The data gathered through semi-structured interviews and observations 

were analysed using thematic analysis.  

The study’s trustworthiness was ensured by using credibility, confirmability, and 

authenticity. At the same time, the ethical considerations were that of informed 

consent, voluntary participation, withdrawal, and confidentially. I obtained ethical 

clearance through the Faculty of Education’s Ethical Research Committee at the 

University of Pretoria, before contacting the Mpumalanga Department of Education to 

pilot the study. After piloting the study, the necessary changes were made to the data 

collection tools and clearance for the actual data collection process was obtained from 

the Limpopo Department of Education.  

 

1.6 Concept Clarification 

 

The section clarifies concepts because words can have different meanings in different 

contexts and can be interpreted differently by individuals. Five  concepts are explained 

because they are the basis for the study and to establish consistency and a collective 

understanding.  

 

1.6.1 Foundation Phase 

 

The Department of Basic Education (2011) refers to the Foundation Phase as grades 

R to 3. The learners in these grades are between the ages of 5 to 9 years old. The 

Foundation Phase is further referred to as the first formal phase of compulsory 

schooling in South Africa. It comprises four grades, with four fundamental subjects 

presented each year: Home Language, First Additional Language, Life Skills, and 

Mathematics.   
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1.6.2 Linguistic Realities 

 

Linguistics is everything that has to do with language, from the sound system to the 

formation of words, sentences, phrases, as well as the meaning of words in the correct 

context or pronouncing words accurately (Alduais, 2012). Richard (2004) describes 

linguistics as the knowledge learners need to use languages more successfully. 

Realities in the classroom are concerned with how policy and classroom practices 

indeed occur- thus, the real-world phenomenon (Wei, 2018). Furthermore, reality in a 

social setting can be described as the perception and response to one’s current 

environment (Grace, 1987). Thus, in this study, linguistic realities are defined as 

classroom practices and experiences regarding the use of language and how 

language is perceived and responded to by learners and teachers in a multilingual 

environment. 

 

1.6.3 Multilingualism 

 

Multilingualism is when a person uses more than one language - either through writing 

and speaking or reading and listening (de Klerk et al., 2021). The LiEP (1997) 

stipulates that a learner must be taught the language of learning and teaching-which 

is most likely their home language- and be introduced to a first additional language. 

Lambert (1981) coins this term as additive multilingualism, which means that when a 

learner's home language is developed, a learner can be introduced to other languages. 

In the context of this study, the term additive multilingualism is not part of the scope 

but rather the words language immersion. Language immersion is when the learners' 

Language of Learning and Teaching is different from their home language; therefore, 

the learner will learn the language skills of a new language (Stein, 2017). In this study, 

multilingualism thus indicates that more than one language is present in the 

classroom, and not all learners understand the Language of Learning and Teaching.  
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1.6.4 Parallel-medium school 

 

According to Stein (2017), a parallel-medium school offers more than one Language 

of Learning and Teaching, but the medium of instruction is only one language. For 

example, in the context of this study, the school offers both English and Afrikaans as 

Languages of Learning and Teaching, but in separate classrooms. Therefore, one 

classroom's medium of instruction will be Afrikaans, and another classroom's medium 

of instruction will be English.  

 

1.6.5 Single-medium instruction  

 

Single-medium instruction refers to the sole use of one language as the medium of 

instruction in the classroom, for example, English. In contrast, another language taught 

will be seen as the first additional language in the South African schooling system 

(Stein, 2017). In this study, the medium of teaching is Afrikaans.  

 

1.7 Organisation of the Dissertation 

 

The dissertation is made up of the following five chapters: 

 

Chapter 1 introduces the study by providing a background on the languages and 

language problems in South African classrooms, explicitly focusing on multilingualism. 

The rationale and the problem at hand are discussed. Whereafter the research 

questions, research design, methodology and concepts are clarified.  

 

Chapter 2 focuses on the literature that underlines the study namely the linguistic 

realities of South Africa and the Foundation Phase teacher. The Foundation Phase 

teacher’s pedagogical knowledge of multilingual teaching as well as the multilingual 

nature of classrooms are discussed. The study is then underpinned by Vygotsky’s 

Zone of Proximal Development, the continue of biliteracy and translanguaging as the 

theoretical framework.   
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Chapter 3 describes the research design and methodologies for selecting the 

participants, the instruments used, the data collection process, the analysis 

procedures and ethics.  

 

Chapter 4 focuses on the analysis of the data gathered through semi-structured 

interviews and observations. Four themes emerged from the study.  

 

Chapter 5 concludes the study based on the gathered data and makes 

recommendations for future research. Recommendations for the Department of 

Education and schools are also incorporated.  

In the next chapter, I shall discuss the literature that are in line with the aim of the study 

as well as the theoretical and conceptual framework that grounds the study.  

*Disclaimer: The referencing style used is APA 7th edition  

When referring to non-LoLT learners, it implies that these learners do not understand 

the Languuage of Teaching and Learning namely Afrikaans. 
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CHAPTER 2: LITERATURE REVIEW AND THEORETICAL FRAMEWORK 

 

2.1 Introduction 

 

This chapter outlines literature that aligns with the research’s aim and topic. The 

literature will be discussed, beginning with the South African language history and the 

use of languages in current South African classrooms. Next, the nature of multilingual 

classrooms and teachers as critical role players in multilingual teaching are discussed. 

The focus on teachers as critical role players in multilingual teaching is on the 

teacher’s perception of multilingual teaching and the teacher’s pedagogical knowledge 

of multilingual education. Furthermore, practices contributing to the success of 

teaching multilingual classrooms are discussed. Translanguaging as a strategy used 

in multilingual classrooms is discussed as part of the conceptual framework. The study 

is underpinned by Vygotsky’s Zone of Proximal Development in conjunction with 

scaffolding. Furthermore, the Continua of Biliteracy and translanguaging are 

incorporated with the Zone of Proximal Development to ground the study.  

 

2.2 South African Language History 

 

To understand the linguistic realities of education in South Africa, one must understand 

the language history of South Africa. This section explores a broad overview of the 

language history in South Africa in four parts: Dutchification, Anglicisation, 

Afrikanerisation, and lastly, language Democratisation. The language history of South 

Africa is specifically incorporated to show that even though in some parts of history an 

attempt were made to preserve indigenous African languages, there was a rapid 

decline in all spheres of society to use indigenous African languages especially during 

the Dutchification, Anglicisation and Afrikanerisation parts of history (Reagan, 2001). 

Dutchification started in 1652 until 1795, when there was an influx of Dutch people 

due to the first European colonisation in South Africa. People needed to display 

knowledge of the Dutch language to do business, get access to resources, or be 

employed in the civil service. The indigenous population, namely the Khoi and San, 

started to acquire an interlanguage form of Dutch, known today as Afrikaans to do 
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business with the Dutch (Kamwangamalu, 2003). After Dutchification, Anglicisation 

came to play a role in South African language history. The start of Anglicisation in 1795 

was because the British government took control of South Africa.  From 1795 until 

1948, the Anglicisation policy sought to replace Dutch with English (Davenport, 1991). 

Therefore, English was a prerequisite to be accepted into the education system. From 

1910, Dutch and English had equal status as the co-official languages, but the British 

government never accepted the co-status especially in education (Kamwangamalu, 

2003).  

After 1948, Afrikaners came into power, with Afrikaans, an offspring of Dutch, as the 

language of the state. The Afrikaans language was now required if one wanted to be 

appointed in civil services (Webb & Kriel, 2000). In 1953, the South African 

government launched the Bantu Education Act. The policy wanted to promote 

Afrikaans in Black schools; therefore, Afrikaans and English had to be used as the 

medium of instruction on an equal basis. Furthermore, the policy extended home 

language education from Grade 4 to Grade 8 in African languages (de Klerk, 2002). 

The Bantu Education Act implied that Black learners had to receive education through 

their home language, although the syllabus and classes was in Afrikaans and English, 

whereas White, Coloured, and Indian learners could either choose between Afrikaans 

or English. Higher education programmes were not offered in home languages of 

Black learners, while Afrikaans and English were the language used in higher 

education (Kamwangamalu, 2003). The Black learners resisted home language 

education because it was recognised by them as a strategy of the government to 

prevent them from getting access to higher education and to restrict their social and 

economic mobility (Webb & Kriel, 2000). Thus, Black learners saw education in their 

home language as a barrier that prevented them from achieving the necessary 

knowledge which would enable them to compete with other people. According to 

Kamwangamalu (2003), the negative attitude towards being educated in an African 

language can still be seen today, even though attempts have been made to promote 

African languages as a medium of instruction.  

In 1994, when South Africa became a democratic country, language democratisation 

also came into play, whereas the new government recognised South Africa as a 

multilingual rather than a bilingual country (de Klerk, 2002). A new constitution was 

introduced, acknowledging eleven official languages, namely, Afrikaans, English, 
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isiNdebele, isiXhosa, isiZulu, siSwati, Sepedi, Sesotho, Setswana, Tshivenda and 

Xitsonga. Later in 1997, the Minister of Education introduced the LiEP, which set out 

to promote all official languages and allow learners to be educated in their home 

language, while providing access to an additional language (Department of Education, 

1997). According to Kamwangamalu (2003), the LiEP fails to promote indigenous 

African languages because English is still used in most domains, such as education. 

Reagan (2001) points out that the shift from Dutchification, Anglicisation, 

Afrikanerisation to Democratisation did not place indigenous African languages in 

immediate danger, but the accelerating rate in which English is becoming the language 

to communicate in, in various spheres of society is rapidly increasing placing 

indigenous African languages at the lower end of the scale for languages to use.  

Although more learners receive education in their home language after 1994, 

Afrikaans and English are still the LoLT primarily implemented in schools (Heugh, 

2013). According to statistics from the Department of Education (2010), 65,3% of 

learners were educated in English, while 11,9% of learners LoLT were Afrikaans. Only 

6,8%, 5,5%, and 3,1% of learners were educated in isiZulu, isiXhosa, and Sepedi 

respectively. While Afrikaans is spoken by 13,5% and English is only spoken by 9,6% 

of the population. Thus, many South African learners are still educated in a LoLT, not 

part of their home language.  

 

2.3 The Multilingual Classroom 

 

Ascribed to the South African language history, there was and still is an impact on the 

classroom dynamics in South Africa. From the section above it became evident that 

many learners are still educated in languages that are not their home languages. Thus, 

learners of different home language backgrounds are placed in one classroom 

contributing to multilingual classrooms.  

Multilingualism as a growing topic of research due to globalisation, migration, and 

colonialisation (King, 2018), is defined by the European Commission (2022, p.2) as:  

“the ability of societies, institutions, groups and individuals to engage, regularly, with 

more than one language in their day-to-day lives.”  
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In the education system worldwide, the promotion of multilingual learning is becoming 

the norm (Probyn, 2019) due to countries acknowledging the growing diversity of their 

populations (Calafato, 2019). Galante (2020) states that it is reassuring to know that 

the language pedagogy of the world is being updated in line with multilingual realities 

that have been a natural phenomenon for many centuries. 

In Europe the sociolinguistic nature has become more multilingual, transforming 

language education (Llompart and Birello, 2020). In the United States, the linguistic 

diversity of the population is growing due to the influx of people immigrating. This influx 

contributes to multilingual practices by incorporating resources in languages other 

than English (Pacheco, Daniel, Pray & Jimenez, 2019). 

While multilingualism is part of countries in Europe and America, multilingualism also 

forms part of the challenges in the African continent. Governments are challenged in 

Africa by developing local languages and keeping former colonial ones (Loh, Tam & 

Lau, 2019). As van der Walt and Klapwijk (2015) argued, countries in Africa, Asia, and 

Latin America are educating multilingual learners in languages other than their home 

language.  

When confronted with multilingualism within the school system, one wonders if the 

incorporation thereof in school systems has an influence on learners. According to 

Calafato (2020) promotion of multilingualism and the incorporation thereof in 

education, is seen as beneficial in many aspects of the development of a person. 

Researchers indicated several benefits from the improvement of cognitive ability to 

more enhanced knowledge of culture as well as a positive correlation between 

multilingualism and mathematical learning (Calafato, 2018; Dahm & De Angelis, 2018; 

Hirosh & Degani, 2018). Therefore, multilingual education does not only reflect the 

realities of countries better, but it also prepares learners for engaging successfully in 

the 21st century (Calafato, 2018). 

Even though the promotion and incorporation of multilingualism has some substantial 

benefits, there are certain factors that influence whether a learner will be able to be 

successfully educated in multiple languages that are not necessarily their home 

language. According to Hirosh and Degani (2017), the factors that influences the ability 

of people to learn a second or multiple languages are among other things the age at 

which people want to acquire another language. A study was conducted by Bartolotti, 
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Marian, Schroeder and Shook (2011) on early versus late bilinguals in language 

learning, whereby learners of ages 5 to 6 versus 12 to 13 were tested on their 

acquisition and performance in their second language. The younger learners 

outperformed the older learners in word-form acquisition. Therefore, Bartolotti et al. 

(2011) concluded that younger learners were more proficient in acquiring their second 

language than their older peers. The study by Bartolotti et al. (2011) flows into the 

Critical Theory Hypothesis of Lenneberg. The Critical Theory Hypothesis states that 

the critical period for learning a new language is between two and before puberty. If 

new languages are to be acquired after this critical period, it will be difficult and even 

unsuccessful (Lenneberg, 1967). Thus, considering that the learners within the study 

at hand will acquire a new language that they hardly know at a young age, this will 

most likely contribute to successful acquisition of the new language when compared 

to the study by Bartolotti et al. (2011) and the Critical Theory Hypothesis.  

Although successful acquisition of language happens earlier in life, van der Walt and 

Klapwijk (2015) argued that multilingualism is not seen as a natural occurrence in 

education because, generally, one language dominates another. Even though schools 

are confronted with multiple languages in one classroom, such as the classrooms 

within the current study, one language, normally the LoLT will dominate within the 

classroom situation (van der Walt and Klapwijk, 2015). The Matrix language frame 

model by Myers-Scotton (1997) supports this notion by stating that one language will 

dominate due to the morphosyntactic structures of that language that will influence, 

for example, the use of code-switching, in multilingual classrooms.  

Concurrent with the Matrix language frame model, that one language will dominate 

due to the morphosyntactic structures of that language, phonics instruction will also 

be different in different languages (Smith, 2011). When looking at the two primary 

languages that play a role in the current study, namely Afrikaans and English, the main 

difference between these two languages is the articulation of vowels (Howie, 2018). 

For example, a study done by Howie (2018) on how vowels are articulated by three 

groups of people namely South Africans speaking Afrikaans-English people, only 

English-speaking South Africans and English-speaking New Zealanders. He 

differentiated by incorporating the articulation of words such as ‘lot, trap, big, and 

dress’ and explaining how each of these vowels in the words are articulated differently. 

Howie (2018) explained that there is a difference between how Afrikaans and English 
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people of South Africa articulates the vowels a, e, i, and u. Within the CAPS Home 

Language (2011) document, Grade 1 learners need to identify the letter-sound 

relationship of single letters. Within this study, the focus is on the synthetic approach 

where the emphasis is on sounding out the letters or building words combining the 

letters. For example, when ‘cat’ is sounded out it will be /k/ /æ/ /t/. Thus, teachers need 

to teach learners how to phonetical sound out the word. However, within the South 

African context, some learners are placed in classrooms where they do not understand 

the LoLT. 

A study done by Phajane (2021) on teaching black South African learners in English 

while their English proficiency is limited in grade 1, showed that teachers struggle to 

teach phonics to learners with limited English proficiency because these learners 

cannot make a connection between the sound and the word that describe the sound. 

Phajane (2021) wrote that the teachers teaching Setswana learners English noticed 

that if they repeat the sounds in Setswana the learners are bores by the repetition of 

sounds and letters because these lessons take place at an unbearably slow pace. The 

teachers furthermore indicate that the success rate for learning phonics is still 

relatively low even though the teacher interpreted the sound and letters in Setswana 

and English compared to learners who will learn phonics in the language they 

understand. Therefore, when taking Howie’s (2018) study about the difference of 

articulation of vowels in Afrikaans and English into consideration, the question 

remains, how will non-LoLT learners learn or/and be taught about the phonics of the 

LoLT?  

In accordance with teaching of phonics for non-LoLT, Cummins (1979) 

interdependence theory comes into consideration. The interdependence theory states 

that to become competent in a second language, one must already have a level of 

competence in the first language. Thus, according to Smith (2011) multilingual 

teaching of phonics and reading can only work if the learner has proficiency in both 

languages to a point that transfer between the two languages can happen. Lenters 

(2004) supports this notion by adding that for second language learners to successfully 

spell and read in a new language, they need to have an oral language level that will 

enable them to understand the vocabulary of simple text.  
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2.4 Teachers as Critical Role Players in Multilingual Teaching 

 

Multilingual classrooms form a big part of the world as well as South Africa’s education 

system with the consequence that teachers need to educate learners in a language 

that they may not necessarily understand. The teachers in these situations do not 

always have the pedagogical knowledge to implement multilingual strategies to 

support non-LoLT learners (Cekiso et al., 2019). In the sections that follow the 

teacher’s perception towards multilingual teaching and teachers’ pedagogical 

knowledge and the impact thereof in the classroom are discussed.  

 

2.4.1 Teachers Perception of Multilingual Teaching 

 

Teachers are critical in implementing the language policy (Cekiso et al., 2019). Still, 

many lack the knowledge to adjust the curriculum to manage multilingual classrooms 

(Omidire, 2020). Incompetence to deal with the linguistic realities in the classroom and 

insufficient training from universities are some of the reported daily challenges 

teachers face when teaching learners with multiple home languages in one classroom 

(Wildsmith-Cromarty & Balfour, 2019; Birello et al., 2021). Teachers also experience 

challenges with teaching methods and using different languages as a medium of 

instruction (Cekiso et al., 2019). In South Africa a study was conducted by Hooijer and 

Fourie (2009) where six intermediate phase (grade 4 – 6) teachers were interviewed 

about how they feel towards teaching learners who do not understand the LoLT in a 

classroom where the majority of the learners do understand the LoLT. The teachers 

indicated that it was very difficult to teach these learners because of time constrains 

as the curriculum was already at its maximum capacity. These teachers also indicated 

that they are using peers to interpret work for a non-LoLT learner to understand, but 

some of the teachers mentioned that they worry about whether or not the work is 

translated correctly to the peer. These teachers indicated that although they use 

interpretation by means of incorporating peers, they would rather just teach in one 

language. As Wildsmith-Cromarty & Balfour (2019) indicated teachers feel guilty when 

using code-switching or interpreting in the classroom because many teachers consider 

using other languages as a problem rather than a resource. 
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Although teachers experience guilt when code-switching or perceiving multiple 

languages in one classroom as a problem, the LiEP (1997) encourages using more 

than one language in the classroom. The LiEP (1997) stipulates that the SGB must 

indicate how they will promote multilingualism and recommends that multilingualism 

can be promoted by using more than one language as the LoLT and/or by offering 

additional languages as subjects or incorporating language maintenance 

programmes. Therefore, even though teachers’ perspectives about multilingualism 

lean towards a more monolingual approach, learning and teaching more than one 

language need to become a reality in our classrooms (LiEP, 1997). 

While teachers’ perceptions and beliefs about language teaching and learning and 

feelings of incompetence influence the teaching of multilingual classrooms, teachers 

still play the leading role in providing learners with the opportunity to use their entire 

language repertoire (Maluleke, 2019). According to Ruiz (1984), teachers’ orientation 

toward multilingual classrooms can be placed into three categories. The first is the 

language-as-problem, where the home language is viewed as an obstacle to learning 

the LoLT. Secondly, multilingualism should be promoted and have intrinsic value, thus 

contributing to the language-as-resource orientation. Lastly, language-as-a-right, 

where learners have a right to learn in their home language. The orientation that a 

teacher believes in will impact how they manage multilingual classrooms (Sung & 

Akhtar, 2017). 

Hence, the fact that teachers sometimes consider multiple languages in the classroom 

as a problem rather than a resource, many teachers also view multilingual learners, or 

non-LoLT as a problem. The perception that a teacher has towards the language 

minority learners in the classroom influences the academic achievements of these 

learners (Bunar, 2015). This can be due to lower academic expectations on the side 

of the teacher, categorising language minority learners under slower learners with 

lower intelligence and ability (Sung & Akhtar, 2017). Researchers such as Bunar 

(2015) and Hofslundsengen, Magnusson, Svensson, Jusslin, Mellgren, Hagtvet and 

Heilä-Ylikallio, Riac (2020) indicated that when teachers lack knowledge and 

strategies to get multilingual learners involved in the classroom, they view these 

multilingual learners as being ignorant and then the teachers expect less of them. The 

perception of the teacher also influences the perception peers have of the language 
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minority learners and this can negatively impact the language minority learners to 

doubt their self-efficacy (Sung & Akhtar, 2017).  

 

2.4.2 The Teacher’s Pedagogical Knowledge of Multilingual Education   

 

The widespread belief is that home language education is beneficial, although 

teaching learners in their home language is not always possible. Therefore, teachers 

ought to adjust the curriculum to teach non-LoLT learners.  Even though teachers need 

to adjust the curriculum to accommodate non-LoLT learners there is a contrast 

between teachers’ teaching practices and teachers’ knowledge of language learning 

(Birello et al., 2021).  

There is thus a mismatch between the language policy and the practices in the 

classroom because even though multilingual practices are encouraged in the 

language policy, teachers still feel that they need to justify themselves when they use 

multilingual practices, such as translanguaging (Dowling & Krause, 2019). The change 

in attitude and ways of thinking about multilingual classrooms cannot be achieved 

without training teachers on different teaching methods and approaches to the use in 

multilingual classroom (Aline, Ferreira-Meyers & Horne, 2017). Even though teachers 

might believe that multilingual teaching is better than monolingual teaching, teachers 

do not have the tools to apply their beliefs of multilingualism to the curriculum 

(Calafato, 2020). Calafato (2020), therefore, indicated that when appropriate training 

is not taking place teachers decisions on which practices to use in their classroom will 

largely depend on their personal experiences and their reaction to the native speaker. 

Teachers thus need to be guided to become responsive to the linguistic diversities of 

the classroom.  

In Finland, the Ministry of Education and Culture is funding projects that will align 

teacher education with the new curriculum and changes in the classroom by 

incorporating linguistically responsive practices for teachers still in training as well as 

in-service teachers (Alisaari, Heikkola, Commins & Acquah, 2019). Garcia and Kleyn 

(2016) indicated that to educate linguistic responsive teachers the curriculum for 

training teachers should include understanding multilingual learners and their families, 

knowledge of language and multilingualism as well as how to incorporate multilingual 
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pedagogies. Furthermore, pre-service teachers need to have an opportunity to teach 

or observe teaching in a multilingual setting. Although formal training has substantial 

benefits, a study by du Plessis and Louw (2008) indicated that workshops were the 

preferred training method as opposed to formal training due to the interactive nature 

of workshops. 28 out of 32 preschool teachers used in their study agreed that when 

workshops are presented and followed up with in-service training, more successful 

teacher development will take place.  

While researchers such as Calafato (2020) and Alisaari et al., (2019) place emphasis 

on teacher training to manage multilingual classrooms, experience, and a willingness 

to adjust teaching practices even without training also plays a significant role. Cekiso 

et al. (2019) argued that home language does not necessarily make a difference when 

teaching learners. They also indicate that it does not matter which language is 

presented to the learner, instead, what matters is how teaching is taking place in the 

classroom. A study by Jiang, Garcia, and Willis (2014) that explored the multilingual 

identity of a teacher that is an assistant during English lessons for Chinese students 

indicates that this teacher assistant was not taught to use multilingual strategies, rather 

depend on his own efforts and experience when he had to learn a new language. His 

experiential knowledge and the effort that he put in contributed to a more meaningful 

language learning experience for his students.  

Even though the experience and willingness of the teacher plays a significant role in 

how teachers educate non-LoLT learners, the emphasis is still on teachers that need 

training to use more innovative and agile teaching methods in multilingual classrooms 

(Makalela, 2019). For teacher training to happen, teacher- training institutions need to 

get a complete picture of the current situation in education; therefore, teachers must 

indicate how they use languages in the classroom. This must then be combined with 

recent research to bring about the change needed in classrooms (Meier, 2018). As 

Meier (2018) indicated, more research must be conducted on the usage of languages 

in the classrooms, especially within the multilingual classroom. My study thus aims to 

explore the current situation in multilingual classrooms, by observing Foundation 

Phase teachers that teach in a single medium multilingual classroom. My study 

provides an overview of what is currently happening in Foundation Phase classrooms 

where learners who speak different languages are in one classroom.  
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Although the focus of this study is on the Foundation Phase teachers there is a gap in 

the literature as to what kind of linguistic knowledge teachers employ when teaching 

non-LoLT learners, phonics in Grade 1. Furthermore, there is a gap in research as to 

what teaching methods should be incorporated into early childhood education 

programmes when training teachers in multilingual classrooms. 

 

2.5 Practices Contributing to the Success of Teaching Multilingual Classrooms 

 

The perception of teachers in multilingual classrooms and their pedagogical 

knowledge on how to educate non-LoLT learners, have an impact on practices 

teachers use in the classroom (Birello et al., 2021). Two of the practices that are 

focused on in this section are the seating of non-LoLT learners, and the resources 

teachers use in the classroom.  

Several researchers have focused on the physical classroom environment and how 

this influences the learning experience of learners (Alzubaidi, Aldridge & Khine, 2016; 

Byers, Mahat, Liu, Knock & Imms, 2018; Gutierrez, 2022). The behaviour of teachers 

and students is influenced by the classroom environment. For instance, positive 

behaviour changes can influence the teachers’ ability to better present the work. At the 

same time, higher achievement by the learners in their assessments has a positive 

emotional impact on them as learners feel their emotional needs are met (Alzubaidi et 

al., 2016). An important aspect that contributes to how effective learning takes place 

in the classroom is that of the seating arrangements of learners.  According to 

Gutierrez (2022), teachers should rearrange the seating plan frequently to provide 

learners with the opportunity to talk to and associate with different peers to develop 

inclusivity of all learners. Gutierrez (2022) further explained that if the focus of the 

teacher is to encourage interaction between peers, then a cluster or horseshoe type 

of seating arrangement is encouraged. When placing learners who do not understand 

the LoLT in clusters with other non-LoLT learners, learning of a new language can be 

much easier because the learners have an opportunity to interact with each other 

(Byers et al., 2018). Although there is a body of research on how to change the seating 

arrangements if the whole class is learning a new language, research on where to 

place the minority language learners in the classroom could not be identified.  
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Classroom resources also play an important role when teaching non-LoLT learners. A 

study conducted by Taylor and von Fintel (2016) on home language versus English 

instruction found that when a learner is educated in English in their foundation years 

as opposed to home language instruction, the English performance of these learners 

is affected negatively. Wildsmith-Cromarty and Balfour (2019) indicated that the poor 

performance could be due to the lack of a print-rich environment in the classroom and 

at home. 

A print-rich environment can be used to support the language development of learners 

(Makalela, 2015; Hofslundsengen et al., 2020; Giacovazzi, Moonsamy & Mophosho, 

2021). In education, especially in the preschool and Foundation Phase where children 

still need to learn to write and read, classroom environmental print is essential for 

contributing to these learners’ literacy development (Giacovazzi et al., 2021). 

Neumann, Hyde, Neumann, Hood, and Ford (2011) stated that environmental print 

especially has a positive effect on emerging literacy. Vygotsky (1978) mentioned that 

young children can construct knowledge through environmental print when these 

prints are explained by a more knowledgeable other. Therefore, when the more 

knowledgeable other-parent or teacher- explain that there are individual letters 

embedded in print, learners can later identify the letters by themselves.  

Although classroom environmental print is important, there is a lack of access to 

classroom resources such as classroom print (Giacovazzi et al., 2021). Even though 

this is the reality in South Africa, Giacovazzi et al. (2021) furthermore indicated that 

environmental print- print found in public places, shopping centres and homes- is cost 

effective, easily accessible and already part of the reality of the learner. Therefore, 

even though teachers come from low-income schools and cannot provide a print rich 

environment, everyday resources are also a valuable tool that can assist with the 

development of language skills. 

Even though, environmental print is important Giacovazzi et al. (2021) argued that to 

simply display environmental print is not enough, the teacher must explicitly teach 

word study and decoding skills by making use of the environmental print. Makalela 

(2015) stated that incidental reading by means of classroom environmental print is part 

of the development of reading in young learners. Whether the teacher must explicitly 

teach from the print or learners learn incidentally, a print rich environment is necessary 
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for the success and enhancement of interaction in reading and writing 

(Hofslundsengen et al., 2020). Furthermore, when teachers intentionally include 

environmental print in their classrooms, learners have an opportunity to make use of 

previous experiences and knowledge and incorporate it into the current literacy 

experiences in their classroom (Bhuvaneswari & Pradakannaya, 2017). 

 

2.5.1 Translanguaging as a Strategy used in Multilingual Classrooms 

 

Even though there is research that supports the notion that teachers lack knowledge 

on how to teach non-LoLT learners, there are practices such as, seating of learners 

and resources in the classroom that can be incorporated to support successful 

teaching in multilingual classrooms. Translanguaging is seen as another strategy that 

teachers can implement to successfully educate non-LoLT learners. 

Monolingual practices, such as using only one language as the medium of instruction, 

are becoming less prominent due to the diverse linguistic backgrounds of learners in 

the South African classroom (Makalela, 2019). Makalela (2019) argues that there is 

no more space for words such as "mother-tongue," "first" and "second" languages 

because the majority of speakers form part of the sociolinguistic diversity of the 21st 

century, and teachers are encouraged to adapt to this viewpoint. Teachers must rather 

be flexible in their way of teaching by embracing the use of more languages for 

teaching and learning to successfully accommodate the sociolinguistic diversity of 

learners (Probyn, 2019). 

Concurrent with the sociolinguistic diversity of the 21st century, strategies for educating 

a multilingual classroom have been a prominent feature in current research. 

Multilingual strategies such as multilingual awareness, language transfer, 

translanguaging, and code-switching are incorporated to facilitate teaching learners 

with insufficient proficiency in the language (Meier, 2018). These strategies are built 

on or incorporated into the learners’ language repertoire. In this study, the focus is on 

the linguistic realities Foundation Phase teachers experience in their classroom. 

These realities are intertwined with the methods teachers implement to teach and 

accommodate non-LoLT learners. One of the methods found in previous research is 
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translanguaging and therefore, translanguaging form part of this study as a possible 

method Foundation Phase teachers can use in their classroom.   

As indicated above, translanguaging is incorporated into the study as it can form part 

of a successful multi-language acquisition. It is, therefore, important at this point to 

explain how translanguaging is defined and where it comes from. Translanguaging is 

a concept developed by Cen Williams in the 1980’s that refer to the teaching and 

learning of two languages, namely English and Welsh, in the same lesson (Rosiers, 

Van Lancker & Delarue, 2017). Garcia (2009) later defined translanguaging as a 

spontaneous pragmatic practice when moving between various languages. Although 

the emphasis is on the speaker, translanguaging must instead be viewed as a social 

construct whereby the speaker draws on all of his/her languages to communicate; 

however, the receiver also needs to move between the languages spoken to 

understand what is being said (Rosiers et al., 2017). The translanguaging theory 

stipulates that there is no boundary between languages because languages are open 

systems used differently in social contexts (Mavengano & Hove, 2020). Learners must, 

therefore, have the opportunity to use the totality of their linguistic resources to 

understand and carry out the academic activities at hand (Shinga & Pillay, 2021). 

When learners can use the full range of their multilingual repertoires, their 

understanding is enhanced (Machado and Hartman, 2019). Translanguaging as a 

multilingual strategy can be used to support learners with an insufficient repertoire of 

the LoLT to provide an adequate understanding of the lesson (Maluleke, 2019). By 

using translanguaging, the learner does not require any proficiency in the language 

but will still be able to perform activities because teachers with knowledge of 

translanguaging can draw from the languages the learners already know 

(Canagarajah, 2018). To get learners fully engaged in the lesson, the teacher will use 

the learners' existing language repertoire to increase the learners’ engagement with 

the curriculum (David, 2017). Teachers use code-switching (if they know their learners’ 

languages) as part of translanguaging to explain complex concepts for learners to 

understand the content and to encourage learners to express themselves in a 

language they know so that these learners can engage in lessons (Shinga & Pillay, 

2021). 

As a result of the multilingual classroom, translanguaging can be used as a strategy 

to allow learners to use several languages to engage in lessons (David, 2017). 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



24 
 

Research on how multilingual learners learn shows that using multiple language is a 

natural experience for these learners (Canagarajah, 2018; Machado & Hartman, 2019; 

Wildsmith-Cromarty & Balfour, 2019). For example, Makalela (2019) conducted a 

study through the Hub for Multilingual Education and Literacies (HUMEL), where 15 

in-service teachers underwent professional development to plan for translanguaging 

in their classrooms. The findings indicates that for a multilingual speaker, 

translanguaging practices came naturally, and learners were excited to engage in the 

lesson when translanguaging practices were used. The study further indicated that 

teachers successfully used translanguaging practices and techniques when they 

underwent development.  

Another study conducted by Magabo and Modise (2020) focused more on the 

perception of the learner towards being educated in only one language versus being 

able to use the language they know in a lesson. The study focused on the linguistic 

challenges that Grade 7 Setswana learners face when they have classes in English. 

Around 80% of the Setswana learners failed to respond to a question in English, yet, 

when the same question was asked in Setswana the learners were willing to respond. 

Even though the learners understood English, the question that was asked in 

Setswana gave learners the opportunity to form an answer from the vocabulary that is 

easily accessible due to their previous language knowledge. Magabo and Modise 

(2020) concluded that learners know the answer but have difficulty to express 

themselves in a language other than their home language. Furthermore, when a 

learner is still developing proficiency in the LoLT, then these learners will be at a 

disadvantage because they generally understand the concept or activity but cannot 

sufficiently express themselves in the LoLT (Govender & Hugo, 2020). Whereas if 

translanguaging were included in the classroom and learners had the opportunity to 

move between the languages they know, a willingness to participate in lessons would 

be noticeable (Makalela, 2019) 

Although not explicitly stated in the LiEP (1997, p.3), Makalela (2019) indicates that 

the policy makes indirect reference to the use of translanguaging by stating that the 

School Governing Body must promote multilingualism, and this can be through: 

"applying for special immersion or language maintenance programmes.” 
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Therefore, translanguaging practices can be incorporated into the multilingual 

classroom, however, teachers do not necessarily have the knowledge or skills to use 

this strategy. 

Incorporating translanguaging in the literature review provides space for reporting on 

translanguaging practices observed in the classroom. To understand how 

translanguaging forms part of the study, the difference between pedagogical 

translanguaging and unplanned translanguaging will be discussed. 

 Pedagogical translanguaging can be defined as planning to use two languages in a 

lesson where the input will be in one language, and the output will be in another 

language (David, 2017). This study defines pedagogical translanguaging as 

presenting content in one language and then presenting the same content in a different 

language, therefore moving between two languages. Pedagogical translanguaging 

focus more on translation, which can be defined as translating written text, therefore 

worksheets that must be planned for before the lesson is conducted (Cenoz & Gorter, 

2020).  Unplanned translanguaging happens more spontaneously in the classroom, 

such as talking or explaining work between peers, teachers interpreting, talking, and 

explaining to learners who do not understand (Machado and Hartman, 2019). As 

described above translanguaging focus on the use of several languages to engage in 

a lesson, thus unplanned translanguaging focus more on the interpreting or oral part 

of the lesson (David, 2017). In this study, code-switching is defined under unplanned 

translanguaging.To understand the linguistic realities of the Foundation Phase in a 

multilingual single-medium classroom, one must understand that these teachers will 

most probably use strategies to facilitate understanding. Thus, pedagogical, or 

unplanned translanguaging strategies will be reported on as a way in which 

Foundation Phase teachers manage the linguistic realities in their classrooms.  

 

2.6 Conceptual Framework 

 

In this section, I discuss the concept of translanguaging. Translanguaging is 

incorporated as a concept since it provides space for the simultaneous development 

of a learner’s entire repertoire (Leung & Valdes, 2019). The concept of translanguaging 
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is incorporated into the flow of desirable bi(multi)lingual teaching (Figure 2.2) below, in 

order to indicate where translanguaging will play a role.  

 

2.6.1 Translanguaging 

 

Although discussed in the literature review section under a strategy that can be used 

to educate learners in multilingual classrooms, translanguaging forms part of the 

conceptual framework and is discussed in terms of how it fits into the framework. The 

theory of translanguaging focuses on the notion that more than one language can be 

used in the classroom simultaneously to convey understanding to the non-LoLT 

learners (Garcia, 2009). Furthermore, the theory of translanguaging indicates that 

there are no dominant languages in the classroom but rather a flow between 

languages that a learner knows or still needs to learn (Canagarajah, 2018). 

 

2.7 Theoretical Framework 

 

To fully understand the phenomenon at hand, Vygotsky’s Zone of Proximal 

Development (ZPD) with specific focus on scaffolding and the Continua of Biliteracy 

in combination with translanguaging, are used to underpin the study. The ZPD and 

Continua of Biliteracy will be incorporated as the theoretical framework. The ZPD and 

Continua of Biliteracy are used to construct knowledge from the data that presented 

itself. This framework is used to analyse and present the data. Furthermore, the ZPD 

and Continua of Biliteracy will be incorporated to acknowledge practices used by 

teachers, if any, and how these practices or activities will help the learners to achieve 

their potential development- in this instance, to understand the LoLT, to feel that they 

belong in the classroom and to be able to understand and engage with the content 

that is taught in the classroom.  
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2.7.1 Zone of Proximal Development  

 

For a learner to move to higher levels of academic success, the learner needs 

assistance. In the case of this study, the learner needs the assistance of a teacher to 

learn a language that is not currently part of their repertoire. According to Vygotsky’s 

genetic law of development, learners will go through an external social stage before 

development will become internal (Vygotsky, 1962). If this concept is kept in mind, the 

learner will learn and develop through their interaction with their social environment, 

and this is where the teacher plays an important role. The teacher is the primary focus 

of this study because the teacher assists with how the learner is develop through their 

external social environment.  

Intervention must take place socially for internalisation to happen (Shabani, Khatib & 

Ebadi, 2010). This can be done by making use of the ZPD because the ZPD focuses 

on the actual developmental level of the learner when they do not receive support 

versus the potential developmental level that learner can reach when they receive 

help. Support can be given by a more knowledgeable other, in this case, a teacher or 

a more knowledgeable peer (Eun, 2019).  

Figure 2.1 

Zone of Proximal Development and Scaffolding 

 

What the learner 
cannot do, but can 
achieve with the 

support of a more 
knowledgeable other

Zone of 
Proximal 

Development

What the 
learner can do 
without support

Area 

where 

scaffolding 

will take 

place.  
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Note. Adapted from Shabani et al. (2010) 

By moving to the potential developmental level of the learner, activities must be 

provided, or tasks must be given to the learner. These activities that are provided by a 

teacher will be a way of scaffolding the learner to their potential development. Although 

the words scaffolding and ZPD are used synonymously in many academic works, 

Vygotsky never made use of the word scaffolding in his work. Wood, Bruner, and Ross 

(1976) introduced the word scaffolding to provide the more knowledgeable other with 

a concrete understanding of how to move the learner from their actual developmental 

level to their potential developmental level. Wood et al. (1976) provided six features to 

successfully scaffold learners, namely, recruitment, reduction in degrees of freed, 

direction maintenance, marking critical features, frustration control and demonstration. 

Recruitment is explained as getting learners interested in the task for them to stick to 

the task. Reduction in degrees of frees is when the teacher simplifies the task so that 

the learner can easily understand and manage the task. Direction maintenance is 

explained as the direction provided by the teacher to keep learners on track to 

accomplish tasks.  

Furthermore, marking critical features will be when a teacher highlights the importance 

of specific features in a task. Frustration control is explained as the support given by 

teachers to minimise the stress experienced by learners during problem solving tasks. 

Lastly, demonstration is when a teacher sets an example of how tasks need to be 

completed for learners to follow the example. 

Later, Bruner (1978), built upon Wood’s et al. (1976) explanation by stating that 

scaffolding refers to reduction of the degrees of freedom for a learner to concentrate 

on the difficult skills they are in the process of acquiring. In simpler terms, the teacher 

will assist for a while so that the learner can develop an understanding of the task or 

skill. Therefore, the result of scaffolding will be that the learner can accomplish similar 

tasks on their own on tasks that were previously supported by a teacher.  

Regarding language learning, scaffolding is explained by Ovando, Collier and Combs 

(2003) as contextual support that is given to form meaning in another language by 

simplifying language, visuals being used, learning activities that are cooperative and 

hands-on. Bradley and Bradley (2004) simplified scaffolding for language learning by 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



29 
 

placing it into three categories: simplifying the language, asking for completion, and 

using visuals.  

Simplifying the language can be explained as speaking in the present tense, not using 

long sentences when talking, for example, the use of short, simple sentences and not 

use idioms. The second scaffolding for language learning can be explained as giving 

a list of answers or partially finished questions in assessments rather than to generate 

answers on their own. Lastly, using visuals is described as using graphics, tables and 

charts to explain and present information. Thus, scaffolding for language learning can 

be simplified by saying that language learning needs to be broken down into smaller 

chunks and with each of these chunks, assistance needs to be provided.  

In this study, the word scaffolding is used to describe the activities that the teacher 

used to accommodate and then guide the non-LoLT learners to a point were 

understanding and internalisation of the LoLT can occur. The word proximal indicates 

what means of assistance was given (Shabani et al., 2010). Therefore, proximal and 

scaffolding are used together to look at the quality of assistance given (if any 

assistance were given to the non-LoLT learners) and in what way the teacher, as the 

more knowledgeable other, assisted the learner. Scaffolding can take place through 

different mediums of activities, such as, providing clues, asking questions and 

resources like pictures or books provided (Smagorinsky, 2018). 

 

2.7.2 The Continua of Biliteracy 

 

As defined by Hornberger (1989), the Continua of Biliteracy is the movement between 

two languages. In Hornberger’s first framework the focus was only on biliteracy 

whereas her later work incorporated both multilingualism and bilingualism. Regarding 

the current study, bilingualism and multilingualism are acknowledged because many 

of the learners speak more than two languages, and sometimes the LoLT will be their 

third or fourth language. The framework of Continue of Biliteracy focuses on the 

aspects that a teacher needs to consider creating an environment where learners can 

build and use their language repertoire. Hornberger (2002) also acknowledges that 

one language develops through and in-relation to the other languages. 
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The notion of the continuum, as stated in the name of the framework, is used to 

indicated that the characteristics are points but that these points are not static on the 

continuum, rather interrelated with one another (Hornberger, 2002). Therefore, the 

dimensions that are indicated together with their scales, move, and are influenced by 

the practices used in the classroom by the teacher. The movement of the scales is 

indicated by the arrows on both sides of the hyphened lines, as shown in Figure 1.   

Figure 2.1 

Power Relations in the Continua of Biliteracy 

 

 

Figure retrieved from Hornberger (2002). 

The Continua of Biliteracy polarises the use of two sides, the traditional more powerful 

versus the traditionally less powerful practices used when teaching learners that must 
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learn more than one language (Hornberger, 2002). Furthermore, the continuum is 

divided into four dimensions: contexts, development, content, and media.  

Contexts are described as the learner's learning environment and development as the 

learning process. Media are the different languages at play or the learners' language 

repertoire. Content is what the learners read and write (Hornberger and Skilton-

Sylvester, 2000). Under the four dimensions, twelve scales are included showing the 

relationship between the scales. The scale moves from traditionally less powerful 

extremes on the left to traditionally more powerful extremes on the right (Hornberger, 

2022).  

In this study, the focus is on the context. The understanding of any context where 

bilingualism or multilingualism is present, the intersection of the three scales namely 

micro-macro, oral-literate and bi(multi)lingual-monolingual will only give complete 

results when used together (Hornberger, 2002). Micro, oral and bi(multi)lingual are at 

the less powerful side while macro, literate and monolingual are on the more powerful 

side.  

Micro-level practices are practices used in the classroom or by the individual. They 

can be seen as a feature in languages, such as, words used in texts or one-to-one 

interactions with peers or a more knowledgeable other. Macro-level practices focus on 

the society at large, such as, policy and planning done by the Department of Education 

or choices made by a school. When micro-level practices are used, it usually focuses 

on the situation at hand; for example, when the learner does not know a particular 

word in that language, s/he can make use of the language understood to convey 

meaning whereby macro-level practices will place languages in categories as to what 

function they fulfil in the society or curriculum.  

Regarding oral-literate scales, the current focus is more be on what practices are used 

in a specific context. Writing and reading (literate) is used in certain aspects of 

language and speaking (oral) is used in other aspects of language. However, 

Hornberger (2002) explicitly stated that language cannot only be learnt via reading 

and writing as a shift is needed to the spoken language more especially, when it is not 

the learners’ home language.  

It is argued that monolingualism and bi/multilingualism are more the same than 

different because the context in which the language is used will change and so will the 
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language (Hornberger, 2002). Hornberger (2002) thus places the emphasis on the fact 

that bi(multi)lingual people will have unique language configurations that help 

bi(multi)lingual people make use of a wider range of language repertoire. Therefore, 

taken together the practices of teachers in bi(multi)lingual classroom situations will 

either make use of traditionally more powerful practices such as macro, literate and 

monolingual or traditionally less powerful practices such as micro, oral, or 

bi(multi)lingual. The choice of practices has an impact on the successful acquisition of 

the LoLT, which does not necessarily form part of the learner’s current language 

repertoire.  

 

2.7.3 Framing the Study 

 

Although the ZPD is initially focused on how learners learn, the focus in this study is 

on how the teacher guides and educates the learner, especially non-LoLT learners. 

Furthermore, the Continua of Biliteracy is incorporated with the ZPD to show what 

practices teachers use to scaffold learners to understand the LoLT. The practices, as 

suggested by the Continua of Biliteracy, will not necessarily contribute to direct 

scaffolding- where the teacher at present guides the learner. Instead, it will also count 

as scaffolding practices such as planning beforehand, the support other people such 

as HODs and parents provide teachers for teachers to successfully guide the non-

LoLT learners. Furthermore, training and experience are also seen as contributing 

factors to the success of scaffolding that teachers utilise. Figure 3 below explains how 

the theoretical and conceptual framework flow into each other to achieve the desirable 

outcome when teaching bi(multi)lingual classrooms.  
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Figure 2.2 

Flow of Desirable Bi(multi)lingual Teaching 

 

The flow of the diagram presented in Figure 3 moves from left, the actual 

developmental level of a learner (the learner cannot understand the LoLT), to the right, 

the potential developmental level of the learner (the learner starting to understand the 

LoLT). The teacher achieves this flow as a more knowledgeable other who creates a 

classroom environment suitable for learning a language one does not understand. 

When the teacher only uses monolingual practices, as Hornberger (2002) described 

as traditionally more powerful practices, then the learner will only achieve the actual 

developmental level. If the teacher makes use of scaffolding for language learning 

especially when the learner does not understand the LoLT, then the teacher guides 

the learner to move into the ZPD.  

One of the practices that can be used to move the learner to the ZPD, is 

translanguaging. The teacher plan for translanguaging to happen such as providing 

time in the classroom for the learners to use multiple languages especially the 

language they understand and speak at home. The teacher guides the learners if they 

do not know a word in either of the languages by means of peer support, encourage 

the use of the language the learners understand and to explain concepts that are not 

clear by means of integrating multiple languages. Therefore, the teacher provides 
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space for the spontaneous use of languages by providing opportunity in the classroom 

for multiple languages.  

Furthermore, the teacher finds a balance between oral practices, traditionally less 

powerful practices, and literature practices, traditionally more powerful practices. The 

micro and macro level support will be an outside factor contributing to the success of 

the practices which are incorporated into the classroom where learners do not 

understand the LoLT. For example, the school will provide macro-level support, such 

as the HODs and principals. The Department of Education could also play a role in 

this area, such as workshops for teachers with learners in their classrooms who do not 

understand the LoLT. Training by tertiary institutions with a focus on bi(multi)lingual 

experiences and knowledge provided also fall under macro support level. Whereas 

teachers’ experiences and points of view regarding teaching non-LoLT learners fall 

under micro support, which Hornberger (2002) described as traditionally less powerful 

practices. If scaffolding for language learning, translanguaging, and a balance 

between oral and literature practices are incorporated into the classroom, the teacher 

will be able to guide the learner to the potential developmental level, with support from 

micro and macro practices. Desirably the teacher then incorporates bi(multi)lingual 

practices daily for learners to achieve their potential developmental level (the ability of 

a learner to communicate and understand content in a LoLT which they could 

previously not understand).  

Vygotsky’s ZPD, scaffolding, the Continua of Biliteracy as the theory, and 

translanguaging as the concept, underline the current study and are used as lenses 

through which knowledge is constructed. Focusing specifically on how the practices 

Foundation Phase teachers use in their multilingual but single-medium classrooms 

facilitate learning that can scaffold learners to achieve their potential developmental 

level.  

 

2.8 Chapter Summary 

 

In this chapter, I have discussed literature relevant to the study in line with the aim of 

the study. South African language history and the nature of languages in current South 

African classrooms as well as the multilingual classroom were discussed. 
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Furthermore, teachers’ perception and pedagogical knowledge of multilingual 

education were discussed. Practices contributing to the success of teaching 

multilingual classrooms and translanguaging as a multilingual strategy were 

incorporated in the literature review. Vygotsky’s Zone of Proximal Development, the 

Continua of Biliteracy and translanguaging underline the study.   

When these discourses in literature are taken together, we learn that teachers often 

do not have the pedagogical knowledge or experience to deal with the linguistic 

realities they are confronted with. The perception teachers have towards multilingual 

education also influences the practices they use in the classroom. Although teachers 

experience challenges with pedagogical knowledge and experience, especially in 

multilingual classrooms, there are strategies such as seating non-LoLT learners and 

classroom resources that teachers can incorporate in a multilingual classroom.  

In the next chapter, I shall discuss the research design and methodology used to 

collect and analyse the data.  
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CHAPTER 3: RESEARCH DESIGN AND METHODOLOGY 

 

3.1 Introduction 

 

The focus of this chapter is to present the research design and the methods used to 

collect and analyse data. The research paradigm that is discussed is the interpretivist 

paradigm because the individual meaning of participants needs to be considered. 

Owning to the nature of data that needed to be collected, a qualitative approach was 

chosen. A primary school with a specific focus on Grade 1 classrooms, where non-

LoLT learners was chosen as the case under investigation. Four Grade 1 teachers 

were selected as participants and information was gained through in-depth interviews 

and in-situation observations. Thematic analysis as part of the data analysis process 

is discussed together with the data trustworthiness such as credibility, confirmability, 

and authenticity. Ethical considerations, validity and the limitation of the study are 

incorporated into Chapter 3. 

 

3.2 Research Paradigm 

 

The research paradigm describes the researcher's worldview and influences the 

interpretation of data (Kivunja & Kuyini, 2017). The research paradigm is the lens 

through which the researcher determines all the other aspects of the research 

methodology (Alharahsheh & Pius, 2020). This study made use of the interpretivist 

paradigm. 

Interpretivism focuses more on the individual meaning, that is, how research 

participants feel about a particular phenomenon. The interpretivist paradigm allows 

the researcher to understand the research participants by interacting with them 

through observations and interviews (Christensen et al., 2015). The interpretivist 

paradigm states that the situation and context being researched is unique due to the 

circumstances, the participants and the researcher’s interpretation (Alharahsheh & 

Pius, 2020). The uniqueness of each situation contributes to the fact that the gathered 

data cannot necessarily be generalised because it can be subjective (Kivunja & Kuyini, 

2017).  
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The study focused on the insights I gathered from participants in their unique teaching 

position- where they are teaching in a single but multilingual classroom. The insight 

and personal experiences of the teachers were collected by means of semi-structured 

interviews where teachers had the opportunity to discuss their perspective regarding 

the situation, they are in. From the observations the uniqueness of the situation was 

captured and incorporated.  Therefore, when looking at the interpretivist paradigm that 

focus on the individual meaning that the participant brings to the research, getting the 

participations perspective through interviews after they were observed in their unique 

situation were suitable. Furthermore, I investigated the linguistic realities that each of 

these teachers experience in their classroom by gathering each teachers’ in-depth 

understanding of their experiences when teaching in a multilingual classroom. 

 

 

3.3 Research Approach 

 

A research approach indicates how data were collected and presented (Christensen 

et al., 2015). In this study, I made use of the qualitative approach. As stated by 

Christensen et al. (2015), a qualitative study is concerned with the participants' beliefs, 

behaviours, and emotions in their natural settings to gain insight into their challenges 

in their context. This means that the process of collecting data through the qualitative 

approach is open-ended because the researcher always leaves space for the 

participants to indicate how they feel (Rahman, 2017).  

The present study explores teachers' perspectives on the linguistic realities they 

encounter in single medium multilinguistic Foundation Phase classrooms. Data are 

presented by a detailed description of the themes that were identified from the 

analysis.  
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3.4 Research Design 

 

A research design can be described as a plan that the researcher puts in place to 

collect the required data which would include how the participants will be chosen, and 

the data collection tools to be utilised (Leedy & Ellis Ormrod, 2015). 

The following plan was put in place (Each step is explained in more detail under the 

appropriate heading. Below is a summary of the plan): 

• Research Approach: Qualitative research (getting insights into the experiences 

of the linguistic realities of grade 1 teachers, teaching in a single-medium 

multilingual classroom). 

• Research Paradigm: Interpretivism (gaining insights on the induvial meaning- 

the research participants point of view). 

• Research Design: Case study design (A primary school, focusing on the 

Foundation Phase specifically grade 1, who has learners in the classrooms who 

do not understand the LoLT). 

• Sampling and Research site: Purposive sampling (specifically choosing grade 

1 teachers that has learners in their classroom who do not understand the 

medium of instruction. The research site was a parallel medium primary school 

in the Sekhukhune District in Limpopo, the research site was chosen because 

it specifically taught Afrikaans and English as the LoLT, some learners who 

does not understand Afrikaans were placed in the Afrikaans classroom because 

the English classroom had reached its capacity). 

• Data collection: Semi-structured interviews and observations (Four teachers in 

their own classroom were observed for five consecutive days, after the 

observations in each classroom, each teacher had an interview with me. 

Therefore, five interviews with each teacher). 

A case study design that was utilised in this research can be explained as a detailed 

description of a case or multiple cases (Christensen et al., 2015). Within a case study 

design, I use different kinds of data (Leedy & Ellis Ormrod, 2015). Leedy and Ellis 

Ormrod (2015) stated that case study designs could provide researchers with a 

comprehensive understanding of the case. The case in this study is a primary school, 

with specific focus on the Foundation Phase. The reason for choosing this specific 
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case is because of the context in which the school is located. It is the only Afrikaans 

school amongst English schools. Furthermore, Grade 1 classrooms, in the Foundation 

Phase were chosen due to the lack of research on how teachers teach learners who 

enter the school system with no previous knowledge of the LoLT. The specific case 

was also chosen because learners were placed in classrooms where the LoLT is not 

their home language and they have no or limited proficiency in it.  

 

3.5 Sampling 

 

In this research study, the sample was Grade 1 Foundation Phase teachers. I used 

purposive sampling to identify the participants in this study. Purposive sampling is 

when the researcher intentionally chooses the participants from the population 

because their context or circumstances align with what the researcher is investigating 

(Christensen et al., 2015). Furthermore, Grade 1 was specifically chosen because of 

the limited research on the language accommodation of learners who enter the school 

system that do not understand the LoLT.  

In this research, one participant was used for the pilot study, and another four 

participants for the actual study were selected since they have learners in their 

classroom who do not understand the LoLT but were placed in single medium 

classrooms. For example, learners who could not understand Afrikaans were placed 

in the Afrikaans classrooms. These learners could understand English and other 

African languages but could not communicate or understand basic instructions in 

English. 

 

3.5.1 Research Site and Participant Demographics 

 

The pilot school that was used to test the interviews and observations is in the 

Bohlabela district in Mpumalanga- only one teacher was used. The primary school that 

was chosen for the actual data collection process is in the Sekhukhune district in 

Limpopo. Four teachers from this school were used as participants. The primary 

school accommodates learners of all races thus multiple home languages are present. 
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The primary school is a parallel medium school; the two languages used as the LoLT 

are Afrikaans and English. Despite the local linguistic profile, this school is an Afrikaans 

and English primary school because it is the only school in the town that 

accommodates Afrikaans learners, while the other schools in the town accommodate 

Sepedi speakers. This primary school was chosen because there are learners in some 

of the classrooms who do not understand the LoLT. Furthermore, these specific 

research sites were chosen because it was convenient for me, because I knew family 

members close by that I stayed with while doing the research.  Despite the LiEP’s 

(1997) indication that learners must be educated in their home language as far as 

possible, the parents’ chose to enrol their children in a school that is Afrikaans and 

English even though the school does not teach learners in Sepedi. Many of the parents 

also indicated that their children could understand and talk Afrikaans and therefore 

they have been admitted. In many instances it was not the case, as the learners could 

not understand Afrikaans.  

The school has six Grade 1 classrooms, five Grade 1 classroom’s LoLT is Afrikaans, 

and one Grade 1 classroom has LoLT as English. Of the five Afrikaans Grade 1 

classrooms, four had learners who could not understand the LoLT. These four 

classrooms were used in the data collection process. In Table 1 below the 

demographics of the classrooms are presented.  

Table 3.1 

Classroom Demographics 

Teacher Number of 

learners in 

the class 

LoLT of the 

classroom 

Number of 

learners who 

speak the 

LoLT 

Number of 

learners who 

do not speak 

the LoLT 

Teacher A 31 Afrikaans 25 6 

Teacher B 30 Afrikaans 28 2 

Teacher C 31 Afrikaans 27 4 

Teacher D 25 Afrikaans 24 1 

 

The LoLT of all the observed classrooms is Afrikaans, as shown in Table 1, column 3 

above. Column 4 indicates the number of learners who could speak the LoLT, while 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



41 
 

column 5 indicates the number of learners who could not speak the LoLT. In Teacher 

A’s class, six of the 31 learners could not speak the LoLT; in Teacher B’s class, two of 

the 30 learners could not speak the LoLT. Teacher D only had one learner from the 25 

learners that could not speak the LoLT, and Teacher C had four of the 31 learners who 

could not speak the LoLT. Of the 117 learners that were observed in the four 

classrooms, a total of 13 learners could not understand the LoLT.  

Table 1 is incorporated as a necessary part to show that some learners do not 

understand the medium of instruction, but these learners are the minority. 

Furthermore, the LoLT’s in the classroom were Afrikaans, and the translation by the 

teachers took place in English. Throughout the observations, no African languages 

were spoken by the learners or teachers. 

Table 3.2 

Teacher Demographics 

Participant Overall 

experience  

Training Language of 

training 

Languages 

spoken 

Multilingual 

classroom 

experience 

Training on 

multilingual 

strategies 

Teacher A 15 years B.Ed.  
degree 

English 
(Intermediate 
and Senior 
Phase) 

English and 

Afrikaans 

13 years Yes 

Teacher B 9 years B.Ed.  
degree 
 

English English and 

Afrikaans 

6 years Yes 

Teacher C 4 years Sport and 
psychology  
degree.  
PGCE  
 

Afrikaans English and 

Afrikaans 

2 years No 

Teacher D 5 years B.Ed.  
degree 
 

Afrikaans English and 

Afrikaans 

3 years Yes 

 

Table 2 above describes the demographics of Teacher A to D. Table 2 provides an 

overall picture of the participating teachers’ experience had. The focus is specifically 

on how many years the teachers have experience in teaching non-LoLT learners and 

if they received any training on multilingual strategies. Furthermore, the languages the 

teachers speak are indicated to determine the teacher’s ability to assist non-LoLT 
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learners. The type of degree and language of the degree the teachers obtained is also 

incorporated. Further discussion of Table 2 occurs in Chapter 4. 

 

3.6 Data Collection Tools and Process 

 

Data collection is the process where the researcher wants to gather and measure 

information about the phenomenon or context at hand (Kabir, 2016). Kabir (2016) 

further states that suitable tools or instruments must be selected for this purpose. This 

study used semi-structured interviews and observations as its tools to collect data and 

these are elaborated upon in the next sub-sections.  

 

3.6.1 Observations 

 

Observations are used because they allow the researcher to record data as they occur. 

Observations are flexible because the researcher can record any information when it 

presents itself; thus, new data can be gathered with each observation (Leedy & Ellis 

Ormrod, 2015). Similarly, I made detailed field notes on how the participants function 

to present a complete picture of data on how they deal with multilingualism in their 

classroom. I made observations of each participant five times in one week for one 

hour. Each observation was made at different times during the day for me to gain 

information during different lessons.  

The observation schedule (see Appendix F) was designed to observe one-hour 

lessons in 10-minute intervals. The observation schedule included the resources that 

were used in the lesson and space for the observations that were made with a specific 

focus on how language is used in the classroom- interactions between teachers and 

learners as well as learners and their peers. Furthermore, the environmental issues 

regarding language management, such as strategies used to teach non-LoLT learners 

and the exact classroom scenario where the non-LoLT learners sit, were observed. 

There was also a notetaking on the observed space for the print on the classroom 

walls that was in the form of images of the front, back, left and right of the classroom. 
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3.6.2 Semi-structured interviews 

 

I interviewed the teachers to understand their perceptions about the challenges they 

experience in a single but multilingual classroom. Within the interpretivist paradigm, 

semi-structured interviews allowed participants to present me with their understanding 

and experience in their unique context (King, Horrocks & Brooks, 2019). I interviewed 

the four participants after classroom observations were made. I asked predetermined 

questions but also questions about the observations made.  

Before the first interview with the teachers, they completed a sheet that captured their 

classroom details (see Appendix D). The following details of the teachers were 

included: 

• Experience in teaching (years/ types of classrooms). 

• Training that the teacher had (what kind of training/ where/ when). 

• Language in which the teacher was trained to teach. 

• The languages that the teacher understands and can speak. 

• The number of years teachers had learners in their classrooms who did not 

understand the LoLT. 

• If the teacher received any training on the use of multilingual strategies. 

The details of the classrooms that were included in the data gathering were: 

• The number of learners in the classroom. 

• The Language of Learning and Teaching (LoLT) of the classroom and school. 

• The number of learners who spoke the LoLT. 

• The number of learners who did not speak the LoLT. 

To understand why the teachers’ taught non-LoLT learners in a certain way, I used 

semi-structured interviews. Four pre-set questions were asked concerning the lesson 

and how the teacher felt during the lesson. The answers provided during the semi-

structured interviews were verbatim. These questions were followed by unstructured 

questions that were derived during the observation period (see interview schedule in 

Appendix E).  

The four pre-set questions were as follows: 
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1. What do you think went well regarding accommodating learners who do not 

understand the medium of instruction? 

2. What do you think did not go well regarding accommodating learners who do 

not understand the medium of instruction? 

3. What do you think you could have done differently to accommodate the learners 

who do not understand the medium of instruction? 

4. Do you feel confident that today’s lesson accommodated all the learners of your 

class? 

 

3.7 Pilot Study 

Both collection tools were first piloted in a school with similar characteristics to the 

school that was used during the actual data collection period. I also followed all the 

steps required for the actual data collection in the pilot study. I applied for permission 

to conduct pilot research through the Mpumalanga Department of Education. When 

access was granted in the fourth quarter of 2022, I went to the school to ask for 

permission and talk to one of the teachers who had learners who did not understand 

the LoLT in their class. One of the teachers volunteered to be the “pilot” participant. I 

explained all the ethical procedures to the teacher and sent the parents the permission 

slips. The reason for first piloting the data collection tools was to make sure of the 

validity of the tools. None of the pilot study findings are incorporated into the data 

analysis. Below are some issues that emerged from the pilot study, specifically 

focusing on the observations. 

During the observation period, I noticed that reporting events happening every five 

minutes did not work because nothing new happened during some intervals. Thus, the 

observation intervals were changed to 10 minutes. I initially went to the class at the 

same time each day during the five-day pilot observation period. 

However, after day two, I realised that teachers had to be observed during different 

periods if I conducted the actual data collection. The change was made because the 

teacher’s schedule did not necessarily change each day. For example, the teacher 

used in the pilot study did maths each morning before the first break. Lastly, I did not 

incorporate the exact classroom scenario in my pilot study, for example, where the 
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non-LoLT learners are placed in the classroom. Therefore, during the data collection 

period, I added drawings of where the learners were placed in the classroom. None of 

the data collected from the pilot study are incorporated in the data analysis.  

 

3.8 Data Collection Procedures 

 

Data collection took place in week nine of term one. A week before I went for data 

collection, the permission slips were sent to parents who had children in the four 

classes I was going to use. I used Grade 1 classes, where non-LoLT learners were 

present. I then briefed the teachers on what would happen and explained all the ethical 

procedures. A total of five days were used for data collection.   

Below is the description of the data collection procedures followed: 

The morning before data collection started, I gathered all the teachers, and asked 

them to continue with the class when I walked in. I then went to each teacher’s class 

to take photos of all four walls. I took a total of four photos per class as part of the data 

collection to review it during the data analysis process specifically focusing on the 

languages on the classroom print, which amounted to 16 photos in total for the four 

classrooms. I set a schedule for myself for the five days, in which I divided the day into 

four, taking into consideration breaks as well as periods in which the learners would 

not be in class, for example, during the computer period. I also had to consider the 

schedule for each teacher, as some teachers had to leave earlier for extracurricular 

activities.  Each teacher was observed during different periods to get an overall picture 

of the activities and teaching methods. 

I started by observing the teachers at hourly intervals. After the first day’s observation, 

I asked the teachers for their details as well as the details of the class before 

conducting the semi-structured interviews. Most days, the interviews were conducted 

directly after the observation. On other days, the teachers asked me to come during 

break times. The interviewing space, namely the teachers’ classrooms was quiet on 

most days where only a few learners would need attention, such as asking to go to 

the bathroom.   
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3.9 Data Analysis Tools and Process 

 

Thematic analysis was used as the tool to analyse data from both the semi-structured 

interviews and observations. Thematic analysis is the process whereby the researcher 

identifies, and analyses patterns seen in the data- these patterns are called themes 

(Castleberry & Nolen, 2018). Castleberry and Nolen (2018) wrote that the analysis is 

inductive when working with the thematic approach within qualitative research. This 

means that meaning will emerge from the data that was collected. Interviews and 

observations provide much information for the researcher, but the researcher cannot 

just present the raw data gathered through these data collection tools. Thus, the 

thematic analysis was considered suitable for this study because it allowed me to look 

at all the collected data and select information that contributes to the research question 

without preconceived ideas.  

The process used in the thematic analysis described by Castleberry and Nolen (2018) 

is compiling, disassembling, reassembling, interpreting, and concluding. Although the 

thematic analysis process is presented linearly, I had to work back and forth between 

the steps to present the data accurately.  

Figure 3.3 

The Thematic Analysis Process 

 

The first step in compiling focused on the transcription of the interviews. I typed out 

the interviews by listening to the recordings made. I typed out the recordings of the 

interviews and filled in the necessary parts using my handwritten notes. I also typed 

out the observations that were made. I worked through each of the transcripts a few 

times to ensure that all the information was included and to familiarise myself with the 

information gathered.   

The second step in the process was to disassemble the information. When I 

disassembled the data, the data were placed in groups that contained similar 

information. I coded the group of information according to what it resembled. 

Throughout the coding process, I refine the code or place the information under 

Compiling Disassembling Reassembling Interpreting Concluding
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another code, if necessary, until I was left with only a few codes. I used colours while 

I worked through the data. If the information fell under a code I would for example 

make it blue and make all the information that falls under the same code, the same 

colour.  

The third step in the thematic analysis approach is reassembling the data. This means 

I searched for themes that emerged from the codes in the disassembling step. 

Whereafter, I placed the coloured pieces under the theme that emerged to make sure 

that the information was under the correct theme. The emerging themes should show 

the bigger picture of the generated codes. The emerging themes should contribute to 

the research question at hand.  

The interpreting of the happened throughout the analysis process. The interpretating 

that was made from the themes gave an accurate description of the initial raw data. 

Within the interpreting stage, I ensured that the identified themes captured the 

importance of the phenomenon stated or asked in the research question.  

The last step of the thematic analysis process is concluding. From the raw data, groups 

and codes emerged. I refined the codes by placing them into themes. The themes 

were interpreted to form conclusions that responded to the research question.  

 

3.10 Quality Criteria 

 

Trustworthiness is when the methods and interpretation of the data are considered 

worthy of consideration by the readers (Connelly, 2016). Therefore, Connelly (2016) 

stated that data's trustworthiness depends on the quality of the methods used and the 

interpretation of data. I used this study’s quality criteria to ensure trustworthiness: 

credibility, confirmability, and authenticity.  

Credibility can be described by how truthful and successful the researcher portrays 

the participants' views so that readers can associate with the findings or data 

presented (Connelly, 2016). I used triangulation and member-checking in this study to 

ensure the study's credibility. I used triangulation by using multiple data collection 

tools, namely semi-structured interviews and observations, to ensure consistency in 

the findings (Cope, 2014). I asked the participants if what they said was what they 
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meant and was interpreted correctly, as Cope (2014) stated, the researcher should 

use member-checking.  

Confirmability can be described as the degree to which the information presented is 

the participants' opinion, not due to the researcher's bias (Connelly, 2016). Connelly 

(2016) wrote that the researcher must make detailed notes and describe precisely how 

data analysis was done to ensure confirmability. In this study, I have described the use 

of thematic analysis and precisely how data were analysed in this study. I used 

recordings to see if the information included was from the participants. During the 

observations, I reported on my personal bias in that situation to discriminate between 

what actually happened and my subjectivity in the situation. 

Authenticity is when the researcher successfully describes the realities that the 

participants experience by giving detailed descriptions of the participants' context and 

choosing the appropriate participants for the study (Connelly, 2016). In this study, 

authenticity was achieved by using purposive sampling to select the correct 

participants with the same realities described in the rationale and problem statement 

to get rich, detailed descriptions of the phenomenon.  

 

3.11. Ethical Considerations 

 

3.11.1 Informed Consent, Voluntary Participation, and Withdrawal 

 

Informed consent, as defined by Leedy and Ellis Omrid (2015), is when I inform the 

participant of the nature of the study before the study commence. I therefore gave all 

the necessary information about what was expected of them. Within this study, the 

participants were informed that they will be observed during class time whereafter they 

will be interviewed. I specifically stated that they- the four participants will be observed 

for 5 days, at any time during the day. I also stated that after each observation over 

the 5 days interviews will be conducted. After disclosing this information, the 

participant agrees to be part of the study by giving written permission in the form of 

signing the consent letter. 
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I explicitly stated that the participation in the study was voluntarily. Voluntary 

participation is when a participant chooses to be part of the study but may decline 

participation without providing me with any reason for their decline (Leedy and Ellis 

Omrid, 2015). Furthermore, I did not force any participant into participating. Voluntary 

participation goes further than just participating in the study, it also provides 

participants with the freedom to not answer any question if they did not want to answer 

the question. In the consent letter that each participant received explicitly stated that 

participant is voluntarily, and the participants were informed about this during their 

briefing session before the research commenced.  

The research participants knew that they could withdraw from the study at any given 

time without any penalisation. The research participants could withdraw from the study 

without providing any reason. After withdrawal, I will ask the research participant if the 

data that was already collected may be used or if they want to withdraw the data that 

was already collected as well (Connelly, 2016).  

  

3.11.2 Confidentially  

 

Leedy and Ellis Omrid (2015) wrote that the researcher must keep all the personal 

information of the participant confidential by giving labels to the participants. As a 

result, the participants were labelled to avoid using their personal information, such as 

Teacher A to D. Furthermore, any relevant detail that can give away a participant's 

identification was not included in any data that are presented in the study. Thus, I knew 

the participants but did not make their identities known to the public under any 

circumstances.  

 

3.11.3 Institutional Approval and Access to Schools 

 

I applied for ethical clearance from the University of Pretoria to ensure that ethical care 

is assured. All documentation, such as the letters of consent, were approved by the 

Faculty of Education’s Research Ethics Committee, clearance number: EDU110/22. 

After receiving the clearance certificate, I applied for permission to conduct the pilot 
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study at the Mpumalanga Department of Education and the actual study at the 

Limpopo Department of Education. I forwarded the application to both departments 

together with the required documentation. Both departments approved the collection 

of data at the relevant schools. I then approached both schools and got the necessary 

signatures from the principals to conduct research. A week before observations were 

conducted at the schools, I gave consent forms to all the teachers and consent forms 

to the parents of the learners in the class.  

 

3.12 Validity 

 

The teachers may have changed their behaviours because they knew they were being 

observed. This is called the Hawthorne Effect, which refers to the change in behaviour 

because the researcher is present in the classroom (Sedgwick & Greenwood, 2015). 

As a countermeasure, I only told the participants that they were observed because 

they have learners in their classroom who do not understand the LoLT. Furthermore, I 

also observed the participants over five days for the participants to be comfortable in 

my presence.   

 

3.13 Limitations of the Study 

 

The study focuses only on single-medium Afrikaans classrooms in a parrel-medium 

school where no African languages are incorporated into the curriculum of the study. 

Therefore, the study cannot be generalised to all other classrooms that encounter 

these challenges. Furthermore, the school is not located in the rural areas of Limpopo, 

but the town and parents' income range from low to high. The context of the school 

and the LoLT are not necessarily the same as in other schools. During the observation 

period, the Grade 1 classrooms were primarily busy with assessments; therefore, the 

teachers rarely presented new content.  

The study does not provide solutions for teachers who experience the challenges, but 

rather identifies the linguistic realities that the teacher encounter. These linguistic 
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realities can be further researched in other studies that want to provide strategies to 

support these teachers.  

 

3.14 Chapter Summary 

 

In this chapter, the research design and methodology were discussed. The focus was 

on a case study that included semi-structured interviews and observations with four 

teachers at a school in Limpopo province. The pilot study was also explained, as well 

as the amendments that were made.  The chapter further described how data would 

be analysed and presented through thematic analysis. Furthermore, the ethical 

considerations as well as data trustworthiness, were incorporated. In the following 

chapter, the findings that were derived from the data analysis are presented and 

discussed. 
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CHAPTER 4: DATA PRESENTATION AND ANALYSIS 

 

4.1 Introduction 

 

This chapter presents the findings in line with the central question; namely, to explore 

teachers’ perspectives on the linguistic realities of Foundation Phase teachers in a 

single medium multilingual classroom. Four main themes that emerged from the 

inductive thematic analysis of the observation are presented. Additionally, a 

connection is established between the findings and the reported experiences obtained 

through the semi-structured interviews. The themes are presented in an order that 

explains what teachers are currently doing regarding language teaching, especially 

phonics, and what strategies teachers try to implement in their classrooms to 

accommodate non-LoLT learners. Whereafter, the lack of support systems is 

incorporated due to the influence these support systems have on teachers’ knowledge 

of how to teach non-LoLT learners. Lastly, findings on the teachers’ overall lack of 

knowledge concerning teaching non-LoLT learners are explained.  

 

4.2 Teachers Teaching Phonics in Afrikaans to non-LoLT Learners 

 

The way that learners need to learn a new language that they do not understand is 

difficult for the teacher as well as the learner. This section will present the findings on 

how the non-LoLT learners learn the new language namely Afrikaans. Furthermore, 

the way that the teacher is teaching phonics, which is the basis of the Grade 1 year, 

influences the non-LoLT learners.  

The following observational note was made in Teacher A’s class on day 4, interval 2. 

This observational note summarizes how non-LoLT learners are taught phonics by the 

teacher.    

11h10: The teacher noticed that the English learner in front wrote the wrong sound as 

the starting sound. The teacher explained in English that the learner had to write the 

sound that the word begins with, the sound that she hears first when she says the 

name. The sound that the learners had to write was “tier”[tiger] so the teacher translate 

the word to “tiger”.  
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Teacher A used direct translation to explain to the learner with what sound the word 

begins. From personal experience teaching in an Afrikaans classroom and currently 

teaching in an English classroom, this will be one of the rare cases in which phonics 

can be taught this way because most of the phonics sound different in Afrikaans and 

English. Howie (2018) stated that the most significant difference between the Afrikaans 

and English languages is how the vowels e, a, i, and u are articulated. Although this 

direct translating strategy will not always work, Teacher A used unplanned 

translanguaging, where the learner did not understand, and the teacher spontaneously 

translated between the languages (Machado and Hartman, 2019). Another 

observation similar to the one in Teacher A’s classroom was made, but this time, it was 

how the learner spelled the word in Teacher B’s classroom. Observation made on day 

4, interval 5.  

8h10: The third word was “sit”[sit], the English girl wrote “set” (I asked the question: 

Maybe the person helping her pronouns the Afrikaans word very “flat” or that the 

sounds in English and Afrikaans are different but sound the same, contributed to the 

confusion or sounds the same for the girl?) 

From the observation above, it is seen that the learner is writing “set” instead of “sit”; 

the “i” in Afrikaans sounds very much the same as the “e” in English. Apparently, the 

learner confused these two sounds. Therefore, the question remains whether the way 

in which Teacher A taught phonics will be efficient because during the observation 

period and interviews, no other strategy was presented as to how a teacher should 

teach learners phonics in a language they do not know.  

When I noticed that phonics teaching is something that the learners and the teachers 

struggle with, I asked Teacher C if she would incorporate different languages when 

phonics must be taught in Grade 1, especially if you have learners in your class who 

do not understand the LoLT. Teacher C stated the following: 

“No, other languages are too difficult especially because this is phonics now, but I 

will not recommend other strategies. With languages like the beginning sound 

teaching in Afrikaans is best.” 

Teacher C mentioned that phonics must only be taught in the language of instruction 

namely Afrikaans. Concurrent with Teacher C, Teacher A had the following perception 

of phonics teaching.  
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“(sighs) In Afrikaans it is really difficult, because the Afrikaans and English phonics 

are not the same. So, you can’t, with Afrikaans you can’t really do it but when it is 

for example a sentence, when it comes to comprehension, then I will translate. 

Like “Ek sit”, [I sit]. So that I will do, but when I get to sounds ummmmm (shaking 

her head) oh no, it is difficult. If you take an easy word like sit, it is the same in 

Afrikaans and English, but you cannot do it with everything. “Kat”[cat] is also 

difficult because the k changes. So, I don’t know how you will teach phonics in 

both languages.” 

Teacher A confirmed what Teacher C said: that she does not know how to teach 

phonics in both languages and that the phonics are different in different languages. I 

asked Teacher B how she would teach phonics in both languages, but Teacher B’s 

answer focused more on translating words and incorporating understanding rather 

than how to teach phonics. Teacher B’s answer was as follows: 

“Ummm, sjoe neh (silence, thinking) I will say the word in Afrikaans and then let 

them repeat the word in Afrikaans and then I will give the explanation of the word 

for them in English. Like for example “kat”[cat] I will spell it k-a-t, let the child spell 

it with me and then I will tell them: This is a cat. And I will also include a picture. 

Words that can have pictures but like action words like “loop”[walk], I will say 

“loop”[walk] and then I will explain the action in English: I am walking. That they 

can see it in this way. You cannot say everything in English, but you will spell it 

slowly, that they can hear it and spell it with you. And then you can show them how 

you will write it and then give them the explanation of the word in Af, u u u English. 

So that they know what the word is.”  

Although Teacher B focused on spelling the word and creating understanding of the 

words, Teacher B confirmed what both Teachers A and C said about that everything 

cannot be translated into English. Bearing that the learners did not previously 

encounter phonics teaching because introduction to formal phonics learning 

commences in Grade 1, according to CAPS Home Language (Department of 

Education, 2011), Cummins’s (1979) interdependence theory explains why non-LoLT 

learners will struggle. According to the interdependence theory, the level of 

competence in the first language will influence the development of the second 

language’s competence level. These learners do not have the necessary competence 

with phonics learning in their first language; therefore, proficiency to transfer between 

the two languages has not yet occurred.  
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Three teachers indicated that phonics can only be taught in Afrikaans because it differs 

from English phonics. Although the teachers said this, the non-LoLT learners still 

needed a way to learn phonics since the teachers do not necessarily incorporate the 

translation of phonics or other strategies. The following observations were made in 

Teacher C’s classroom on day 4, interval 4, focusing on how the learner was orientated 

to remember the phonics in Afrikaans. 

10h30: After this activity the teacher told me that she is really worried about the English 

boy (2nd row, 2nd table) because he can recognise the sounds- he looks at the visuals 

against the wall to search for the sound. But when he has to put the sounds together 

to form a word, he cannot do it.  

The same observation that the non-LoLT learners look at the phonic visuals against 

the wall was made on day 5, interval 2. 

8h10: I have noticed that sometimes they will look at the visual alphabet that is against 

the wall in front. The one English boy, when the teacher says the sound he will say b, 

b for beer and then look to see where the picture is against the wall.  

This learner, who does not understand Afrikaans, used the visual alphabet against the 

wall to see how the phonics looked.  The above findings indicate that the non-LoLT 

learners had to find ways to orient themselves in the classroom to cope with learning 

phonics. Therefore, the linguistic reality of these learners is that teachers perceive that 

translation cannot be incorporated into phonics teaching because the LoLT is 

Afrikaans and therefore the phonics must also be taught in Afrikaans. Furthermore, it 

seems the teachers do not know how they can teach phonics differently, although one 

teacher did use unplanned translanguaging to facilitate understanding. Consequently, 

with the lack of knowledge on the side of the teacher and their perspective that phonics 

can only be taught in Afrikaans, the non-LoLT learners struggle to learn phonics and 

will rely heavily on the visuals against the wall. Furthermore, the reality is that the lack 

of phonetical knowledge, which is the basis of writing and spelling, will influence the 

rest of the non-LoLT learners school going years.  
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4.3 Support Strategies by Teachers for non-LoLT Learners 

 

The observation schedule (see appendix F) set out to record the interactions between 

teachers and learners for an hour over five days. Here, I present the third theme that 

emerged from the analysis. After the observations, semi-structured interviews were 

conducted focusing on how the teacher perceived the presented lesson and important 

factors noticed during the observations. The theme: ‘support strategies by teachers in 

a multilingual classroom,’ stood out because the sub-themes that were derived focus 

on strategies that the Foundation Phase teacher used to accommodate the learner 

who does not understand Afrikaans. I present the theme in three sub-themes: 

interpreting as support for learners in a multilingual classroom, classroom resources 

as support in a multilingual classroom and seating of multilingual learners. 

 

4.3.1 Teachers Interpreting languages to accommodate non-LoLT Learners 

 

The most prevalent support strategy used by teaching in multilingual classroom, was 

interpreting. Interpreting was observed as giving instructions in Afrikaans and then 

translating to English and sometimes one word switching to English. The observation 

showed that teachers used interpreting to discipline learners, give explanations or 

instructions and explain content.  

This section presents the observations that were made, specifically focusing on parts 

where teachers interpret from Afrikaans to English. Findings from the semi-structured 

interviews are integrated to explain how the teacher perceived interpreting between 

languages within the classroom.  The observations were conducted in 10-minute 

intervals of an hour during different parts of the day.  The observations are presented 

in a table format, for five days. I use keys to present the data whereafter I explain the 

keys in the notes sections as well as what observation were made. Next to each key, 

the amount of time interpreting happened was observed in the different instances in 

the teachers’ classes are indicated.  
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Table 4.3 

Observations of Interpreting between languages: Teacher A- Teacher D’s Classrooms  

Intervals of 10min 

 Interval 1 Interval 2 Interval 3 Interval 4 Interval 5 Interval 6 

Day 1 InsT:1  InsT: 3 

Cont: 1 

InsT: 1 

EXP: 1 

InsT: 1  

Day 2 InsT:1 InsT:1  InsT: 2 InsT: 1 InsT: 2 

Day 3 EXP: 2 

InsT: 2 

Disp: 1 

 InsT: 1 

Cont: 1 

Cont: 1 Inst: 2 

EXP: 1 

InsT: 1 

EXP: 1 

Day 4 InsT:1 EXP: 1  Cont: 1  InsT: 1 

Day 5 EXP: 1 

InsT: 1 

Cont: 1 

InsT: 1 

Cont: 1 

Disp: 1 

Cont: 1 

Cont: 1 

InsT: 1 

  

Note: 

 Disp: This refers to instances where the teacher used more than one language to 

discipline learners.  

EXP: This refers to instances where the teacher used more than one language to 

explain the work- thus either introducing or explaining work-related content. 

InsT: This refers to instances where the teacher used more than one language to 

give instructions- thus, what the learners should do in the worksheets, tests, or class. 

Cont: This refers to instances where the learners used more than one language to 

repeat the content learned or to answer and ask questions. 

As shown, in Table 3 above, instructions (InsT) were the most prevalent and observed 

daily in contrast with the other kinds of interpretations that took place. Interpreting 

instructions were mainly done for the learners to understand what they needed to do. 

For example, on day 2, interval 1, Teacher A made use of interpreting the instruction 
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for the learner to quickly put away what she was busy with as well as to understand 

the question of the test: 

8h30: When I came into the classroom the teacher was speaking Afrikaans and 

explaining in English that the English learner in the first group second table must put 

her file away. The learner quickly understands the instructions because she puts it 

away- the teacher puts a maths data handling tests on the non-LoLT learners table and 

explain the first question in English. 

 As seen from the extract above, the teacher used interpreting for the learners to know 

what to do. According to Shinga and Pillay (2021), teachers will use code-switching -

under unplanned translanguaging- to enable learners to engage in the activity or 

instruction.  In the interview with Teacher A, she stated that she is giving instructions 

in English so that the learners can know what is going on. The viewpoint of Teacher A 

is supported by David (2017), who’s research finds that to get learners fully engaged 

in the lesson, the teachers must use a learners’ existing language repertoire to 

increase a learner’s engagement with the curriculum.  

As stated by Teacher A: 

“I think that when you give the instruction in English which are their main language, it 

goes easier for them. They understand what is going on, they definitely understand 

you better.” 

Further observation on interpreting was when Teacher B translated the instructions of 

the tests. According to Teacher B, she gives the test instructions in both languages, 

primarily when the tests are focused on mathematics and life-skills but not necessarily 

on the language tests. For example, on day 2, interval 2, Teacher B made use of 

interpreting instructions in the mathematics tests for the learners to understand what 

they must do: 

10h10: The teacher starts with the maths test. With the first pattern, the teacher told 

the learner to fill in the missing numbers in that pattern (in English) after she explained 

the work in Afrikaans. The teacher continued to help the learner in English after 

repeating the question and instruction in Afrikaans.  

Although Teacher B gave the mathematics test instruction in English, she did not give 

any instruction in English when the learners had to write their Afrikaans tests. On day 

1, interval 3, the learners wrote an Afrikaans test, in Teacher B’s class.  The teacher 
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spoke only once in English to the learners. The teacher mentioned that the learner 

must wait for the instructions, but throughout that lesson, the teacher did not interpret 

after telling the learner to wait.  

8h50: An Afrikaans listening test are given to the learners. When the test is given, the 

teacher talks to the English girl for the first time in English, asking her to not start or do 

anything on the test, she must first wait for the instructions. The instruction of test is 

only given in Afrikaans. 

In the interview with Teacher B, she explained that when the tests are in mathematics 

and life-skills she may translate the instructions. However, when the tests are in 

languages, she may not.  

“It is very difficult because when it comes to subjects like the life-skills and the maths, 

I can still translate where needs be. But when it is an assessment like today like the 

Afrikaans listening, it is an unfair advantage for them if I don’t test them in Afrikaans 

home language, it is not going to be a real assessment then if I translate. So, I think 

that is unfortunately that they feel overwhelmed because I’m talking in a language 

that they don’t understand, and I’m not allowed to translate.”  

From the above extract of the interview with Teacher B, it became evident that 

interpretation can only happen sometimes and cannot necessarily be integrated into 

the whole day. The perspective of Teacher B is reflected in an interview with Teacher 

C. Opposite to Teacher B, Teacher C does not know if she is doing it correctly or if she 

may interpret, whereas Teacher B is confident about interpreting that may only take 

place where content is taught and not necessarily language.  Teacher C stated: 

“… it is a very unclear part; I do not know what I can and cannot due especially in 

assessments. Because I get no instructions from the people in higher positions on 

how to handle these children in my classroom…” 

Teacher C further states that she believes assessments can be done in both 

languages, but rather doing assessments orally to support the non-LoLT learners. 

“…both languages will help the learner. The learner still has the ability that the other 

learners have, but because their language are different now you cannot assess them 

or can’t he get good marks. So, I think he can do what the child next to him can do, it 

is just the language that is a barrier. I feel why can’t you assess this learner orally.” 
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Although interpretation was used to discipline learners, from the observations 

indicated in Table 3, this type of interpretation was only used twice. An example of how 

interpreting was used to discipline learners was on day 3, interval 1, when Teacher B 

asked one English boy to keep quiet. 

8h30: The teacher asked the English boy to keep quiet in English. 

From Table 3 above, content that refers to the questions teachers answer or ask, and 

content repeated by learners in both languages, was observed a few times throughout 

the period of five days. Some instances of this were on day 3, interval 5, when Teacher 

C asked the English boy what was at the end of a sentence, whereafter he answered 

her in English. 

11h40: The teacher asked the boy what the full stop at the end of the sentence is by 

pointing to it. He told her a full stop, then the teacher asked him what it is in Afrikaans 

and explained to the boy that it is a “punt”. 

From the extract above it is evident that the learner is engaging with the teacher in 

English. The answer that the learner provided guided the teacher to explain what full 

stop is in Afrikaans. Rosiers et al. (2017) indicated that when a teacher translate 

content, there will be deeper levels of understanding from the learner’s side. David 

(2017) further explained that teachers use pedagogical translanguaging when 

translating content to facilitate understanding. Therefore, when translating content in 

the class, the teacher has planned for it because she knows if translation is not going 

to take place, the non-LoLT learner, will not be able to engage in lessons. Thus, when 

Teacher C explained the work to the learner by means of interpreting from Afrikaans 

to English and allowed the learner to communicate in English even though it is not the 

LoLT of the classroom, the learner had the opportunity to internalise the content that 

the teacher taught.  

Hence, the use of interpreting between languages in the classroom were observed, 

teachers were asked to reflect on what they thought went well or did not go well to 

accommodate non-LoLT learners or what they could have done differently. Most of the 

answers over the five days included that they wished they had interpreted more during 

the lesson.  

Teacher A mentioned during her interviews from three days that what she thought went 

well was that she interpreted between Afrikaans and English: 
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“I think that when you give the instruction in English which are their main 

language, it goes easier for them. They actually understand what is going on, 

they definitely understand you better. It is not so disruptive; she will be able to 

orientate herself…I think it is the best for the English learners to translate…” 

and “Translating it into English makes it better and they follow better. It is not 

that is on the worksheet, it is still main language but translating for them makes 

it easier for them to follow and understand the work.” as well as “We played a 

game before we did the test, the game was bilingual, both languages 

together.” 

From the extracts above it is evident that when the teacher utilises interpretation, non-

LoLT learners experience a feeling of success during lessons. According to du Plessis 

and Louw (2008), code-switching or translating between languages became an 

accessible resource that lowers communication standards and places more emphasis 

on the teaching and learning process whereby learners acquire new knowledge and 

skills by building on their pre-existing knowledge. Therefore, during Teacher A’s 

observations and interview it was evident that this teacher built on the learner’s 

knowledge they already had- as Teacher A indicated to make understanding easier.  

Hence, it was evident from the observations made in Teacher A’s classroom that she 

interpreted the work in English for the learners who did not understand. Teacher C, on 

the other hand felt that she could have interpreted more during her lessons: 

“I think to just translate because even if you talk clearly in Afrikaans, the fact that 

they do not understand the language makes it difficult.” and “Properly to translate 

more” as well as “Umm, again maybe to talk in their language, I think maybe I could 

have involved the whole class more that maybe the other learners could have 

explained the sentence in their language to them. So that we can involve the class 

in how they are and their medium of instruction and what their mother tongue is. 

Maybe we could have done it in this way.” 

Throughout the week, interpreting between Afrikaans and English was used, but even 

though the teachers did interpret, interpretation was not incorporated into each 

teacher’s classroom. As seen from Table 3, there are some intervals where no 

interpretation between languages was used at all in either of the classrooms. This was 

concerning, as I could see that the non-LoLT learners did not understand some of the 

instructions and looked confused. This was evident when the work the teacher 
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explained was either not done by the learner or done in the wrong way or the wrong 

place on the paper as can be seen from the data presented in 4.1.1 Lack of teacher 

knowledge placing non-LoLT learners at a disadvantage. When the teachers 

interpreted, it was to ask questions to learners, to answer learners’ questions or to give 

instructions. In rare cases the teacher explained the concepts or work in English by 

translating from Afrikaans to English.  

While interpreting between languages by the teacher is an important strategy to 

support non-LoLT learners, communication between teachers and learners and 

among learners and their peers can also be used to support non-LoLT learners. In the 

following few paragraphs, the communication between teachers and learners and 

among learners and their peers is reported. The significance of the communication is 

incorporated to establish if interpretation is used by teachers in more informal settings 

as well as by peers who may support non-LoLT learners. The observations are 

presented in a table format, and interviews with the teachers are incorporated to shed 

light on the observations made.  
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Table 4.4 

Observations of Communication by non-LoLT Learners  

 Day 1 Day 2 Day 3 Day 4 Day 5 

Interval 1   Com Mix   

Interval 2  Com Mix 

Com Eng 

Ques Eng 

Com Eng 

Ques Mix 

Com Eng  

Interval 3 Com Eng 

Ques Eng 

Ques Mix 

Ques Eng 

Com Eng  

  Ques Eng 

Interval 4 Ques Eng  Com Eng Ques Mix  

Interval 5 Ques Mix  Ques Afr   

Interval 6 Com Eng 

Com Mix 

Ques Eng  Com Mix Com Eng 

 

Note: 

 Ques: This relates to the questions the non- LoLT learners asked the teacher.  

Com: This relates to the communication between non-LoLT learners and the 

learners who understand Afrikaans.  

Eng: English as spoken language.  

Afr: Afrikaans as spoken language.  

Mix: A mixture of Afrikaans and English spoken.  

As shown in Table 4 above, Afrikaans and English were the only languages used for 

communication by non-LoLT. It was significant to note that no African languages were 

incorporated into the conversations, which is odd because most of the non-LoLT 

learners most likely speak one or another African language at home.  Table 4 further 

indicates that English was used most to communicate or ask questions. While English 

was used the most, the non-LoLT learners mixed Afrikaans and English when they 
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spoke to each other or asked a question to the teacher. On the other hand, Afrikaans 

was only used once by a non-LoLT learner to ask a question.  

While Table 4 indicates that the non-LoLT learners had conversations with their peers 

and teachers, there were some instances where the class could talk, and the non-

LoLT did not engage or were not included in the conversation. On day 1, in Teacher 

B’s classroom, the following observations were made in interval 6: 

9h20: Although the non-LoLT learners did talk to the learner next to them, earlier in the 

lesson, the other learners could now move around to talk to learners who do not sit 

next to them. The non-LoLT learners did not talk to anyone and ate on the own table 

in silence, when they were told that it was break. 

The same observation was made in Teacher C’s classroom on day 1, in interval 6.  

11h00: The one English learner in the second row, second table turned around to be 

part of the conversation with the learner next to him and behind him, although he 

touched them to get their attention, they did not acknowledge him and talked over him-

ignoring him.  

From the above observations, the non-LoLT learners are kept out of the conversations 

or do not try to engage with their peers.  

When I asked Teacher C if she perceives that the non-LoLT learners are part of the 

classroom, she stated the following: 

“No, because they are not the majority. They take a lot of time before they will 

socialise, they have different kinds of social skills then the Afrikaans learners and 

they know that they are not part of the classroom. Mostly they only communicate 

in English.” 

The above reply from Teacher C indicated that even from the teacher’s perspective 

the learners who neither speak or understand Afrikaans is not seen as part of the 

classroom. The teacher further mentioned that they mostly communicate in English, 

which is essential because they do not communicate in African languages. 

Furthermore, the socialising skills of non-LoLT differ from those of Afrikaans. This can 

be influenced by the teacher who does not know how to provide opportunities for 

different cultures to socialise using different languages to communicate. Calafato 

(2018) stated that when multilingualism becomes part of the classroom a learner’s 
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knowledge of culture will be enhanced, and learners will be more tolerant of each 

other’s differences.  

The overall findings, indicate that although the home language of learners who do not 

understand Afrikaans is not English, they talk to each other in English. This can be 

because when the teacher does translate, it is done in English or because English can 

be seen as the common ground that the learners understand when they do not 

necessarily know the other learners home language. At the same time, neither teacher 

observed any African languages when learners talked to each other. Research done 

by Monyai (2010) indicates the opposite of the spectrum that learners will instead 

communicate to their peers in their language- an African language- most of the time 

rather than converse in English.  

Thus, because of interpreting from Afrikaans to English by the teacher, most of the 

learners talk to the non-LoLT learners in English. Furthermore, non-LoLT learners are 

sometimes not part of the other learners’ conversations because they cannot engage 

in Afrikaans. No instances were recorded where teachers asked learners to engage 

with each other in a language other than Afrikaans. Teachers who lack knowledge on 

how to help non-LoLT learners socially, are also prominent. When looking at Table 4, 

teachers did not discourage learners from asking questions in English. This is seen as 

a support strategy that teachers use to help learners feel part of the classroom.  

 

4.3.2 Lack of Classroom Resources in Different Languages 

 

The second loudest echo that stood out was that of resources in the classroom that 

the teachers use to support the non-LoLT learners. These resources were either 

posters against the wall or on the board, teachers revering to the benefit of technology 

and integrating language with all the learner’s senses.  

During the observations that were made, I took photos of the posters against all four 

walls, as well as had a look at the books in the teacher’s bookcase. From the four 

classrooms that were observed only two teachers had English posters in the 

classroom.   
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Figure 4.4 

English Poster (Shapes) in the Back of the Classroom 

 

 

Figure 4 depicts the posters in the back of Teacher A’s classroom. The English posters 

are shapes. These shape posters are A4 and indicate the shape and the shape’s name 

in Afrikaans and English. The learners in this class are in groups facing either left or 

right, and some have their backs to the back of the classroom. Therefore, these 

posters are not visible to the learners due to the size and height of the posters. 

Figure 4.5 

English Poster (Shapes and Colours) on the Left Wall at the Back 

 

Figure 5 depicts one English poster on the left wall at the back of Teacher C’s 

classroom. This poster is an A3 size with two types of content: shapes and colours. All 

the learners face the front of the classroom; therefore, this poster is not in the sight of 

the learners. Although the learners face the front, the poster is above the reading 
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corner, where the learners may sit and read and where the teacher reads to the 

learners.  

During an interview with Teacher A, I asked her how she perceives the idea of posters 

in multiple languages, especially in Grade 1 in her classroom. Even though Teacher A 

had English posters against her wall in both Afrikaans and English, she indicated that 

posters in multiple languages would only confuse learners.  

“I will not say in Grade one, no. I would rather if you go up higher, like maybe 

Grade two, Grade three, where the foundation of their first additional languages is 

laid down, they can make sense of what the English is against the posters- 

because I am not supposed to have an English main stream speaker in my 

classroom, so no I do not think it is necessary. I think in Grade one it is supposed 

to be only one language that are up against your wall. Because I think it will 

confuse them, because the foundation of the main language- first language- are 

now being laid down.” 

From the above extract, it is interesting to note that Teacher A said that she is not 

supposed to have mainstream English speakers in her classroom and does not think 

that posters in multiple languages are essential. Teacher A’s view that multilingual 

posters are not necessary in Grade 1 is supported by Giacovazzi et al. (2021). 

Giacovazzi et al. (2021) wrote that displaying posters in other languages is not 

enough; the teachers must explicitly teach the decoding skills necessary to understand 

the print on the posters. The learners cannot necessarily read other languages 

because they are only starting to read Afrikaans, as the LoLT. Thus, posters in other 

languages do not have a purpose, especially in Grade 1.  

Even though the other posters in the classroom were all in Afrikaans, during my 

observation on day 5, I noticed that when the teachers do the phonics with the class 

as revision, two of the non-LoLT learners in Teacher C’s class will look at the phonics 

that are up on the wall.  
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Figure 4.6 

Phonics in Afrikaans on the Front Wall in Teacher C’s Classroom. 

 

 

I made the following observation on day 5, interval 5 in Teacher C’s classroom: 

8h50: I have noticed that sometimes they will look at the visual alphabet that is 

against the wall in front. After a while I noticed that the English boy (2nd row, 2nd table) 

and the English girl (3rd row, 2nd table) only draw the pictures that are against the wall. 

Some of the learners in the class did this as well but other learners and the other two 

English boys took initiative and draw interesting pictures that represents the sound.  

From the above observation, it is evident that the non-LoLT learners used the phonics 

on the wall as guidance. Even though these posters are not in English, but, in 

Afrikaans, the language they are learning, the learners had made connections and 

used these posters as aids. Hofslundsengen et al. (2020) indicated that when teachers 

use print to explicitly teach the learners about letters that are embedded in the print, 

learners will be able to identify the meaning of the print, in this case, the letters, on 

their own and use it as a tool for successful reading and writing.  

Teacher C indicated that when teaching a learner, a language that they do not know, 

visuals are essential because learners can make a connotation with the picture: 

“…but otherwise, I will just have a visual picture, like the posters on the wall. So 

that you can make a connotation with the picture.” 

Teacher A shared the same sentiment as Teacher C because when I asked her what 

she could have done differently to accommodate non-LoLT learners, she stated that 
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she believed PowerPoint presentations and visuals would have helped these 

learners. 

“…to put it on a PowerPoint perhaps. Again, like a visual representation.” 

In contrast with Teacher A and C, Teacher D indicated that she does not think posters 

must be in both languages since the class she teaches in an Afrikaans classroom.  

“No, not in Grade 1 and the books in my classroom are also just in Afrikaans 

because the stories I read is only Afrikaans because it is an Afrikaans 

classroom.” 

From the above extract, it can be seen that Teacher D also does not read English or 

any other language in her classroom because it is an Afrikaans classroom. Although 

Teacher D does not have English books on her bookshelf, Teachers A, B and C had 

books in Afrikaans and English. Therefore, the teachers read English stories to their 

learners and learners also have an opportunity to page through books other than 

Afrikaans. Teacher D thus indicated that she is less likely to make a place for another 

language in her classroom.  

The emphasis on visual support in the classroom was prevalent in the interviews and 

observations. Giacovazzi et al. (2021) indicated that classroom print is a valuable tool 

that can assess the development of language skills; thus, as indicated above, these 

teachers value the use of visuals because learners can make a connotation with the 

picture and the word uttered. The above findings indicate that although not many 

English posters are used in the classroom, the learners use the Afrikaans posters to 

guide them. The teachers are using posters as a scaffolding tool to assist learners in 

achieving their potential developmental level. Furthermore, although three teachers 

have English books on their bookshelves, one indicated that she is teaching an 

Afrikaans classroom and will not incorporate English books. 

  

4.3.3 Seating Learners who do not understand Afrikaans  

 

During the observation period, the placement of the non-LoLT learners in the 

classroom was focused on. A classroom drawing was made on the observation 

schedule by me. Although not all the classrooms were in straight lines, where all the 
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learners faced the teacher, the placement of non-LoLT learners made quite an impact. 

Below is a representation of each of the classrooms; the blue crosses represent the 

Afrikaans learners in the classroom, while the orange crosses represent the learners 

who do not understand Afrikaans.  

 

Figure 4.7 

Seating Plan in the Classrooms of the Four Teachers 

Teacher A’s classroom 

 

Teacher B’s classroom 

 

Teacher C’s classroom 

 

Teacher D’s classroom 

 

 

Figure 4 shows the seating plan in the classrooms of the four teachers that were 

observed. It is prominent from the figure above that the orange crosses are situated 

more in the front of the class, closer to the board and the space in which the teacher 

educates. Furthermore, in most cases, the orange crosses- learners who do not 
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understand Afrikaans were seated close to other orange crosses, but always next to 

a blue cross- an Afrikaans learner.  

During day 1, interval 1, the following observations were made in Teacher D’s 

classroom while the class completed a mathematics assessment.  

11h30: The English learner sits at a desk normally use for painting in front of the class, 

close to the board. According to the teacher- she placed her there because she is 

looking at the other learner’s work. 

From the observation above, it became noticeable that the English learner needs to 

sit far away from the other learners because this learner is looking at the other learners’ 

work. I observed that if the learner knew what was happening as was being said by 

the teacher, she would not necessarily look at the other learners’ work. In this case, 

she does not understand the language, so she is looking at the other learner’s work. 

After the mathematics assessment, the learner returned to her desk- observation on 

day 1, interval 1 in Teacher D’s classroom.  

12h10: The teacher takes the test from the learners and ask the English learner to 

move back to her desk. The learner also sits in front, the second row from the left, first 

table.  

When I asked Teacher D why the English learner was placed in front, she answered 

as follows: 

“So that I can see what she is doing, so that she can understand me. So that I 

can quickly see if she doesn’t know anything” 

Teacher B agreed with Teacher D about the placement of the non-LoLT learners in the 

classroom and added that: 

“I place them in front to be closer to me, for them to medicate that feeling of being 

lost or left out. Especially because I am a lot in front, even though you walk through 

the class you are mostly in front. So, I wanted them to be closer to me, so that 

they feel just a little bit more ummm because I do have good relationships with 

them. So, I feel that they trust me and because they are closer to me, they feel a 

little bit more positive about the environment and then I also place them strong 

learners, that if I am busy with another child, they usually peer learning works as 

well. So now the friend will say, a a a, groen groen groen (green, green, green) 

and then he is like okay groen (green). So, I placed them next to friends that are 
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soft hearted and clever, that won’t bully them or tease them but will help them as 

well that for a moment I am not able to help.” 

The answers of Teacher D and Teacher B indicate that they place the non-LoLT 

learners closer to them to know when these learners struggle and to make sure that 

they understand them. Alzubaidi et al. (2016) mentioned that the seating arrangements 

of learners can influence the learner emotionally. Teacher B mentioned that she places 

the learners in front so that they are not left out, focusing on the learner’s emotional 

needs. Teacher B placed emphasis on the seating of the non-LoLT learners when I 

asked her what she thinks went well with regards to accommodating non-LoLT: 

“…and again, what I think went well is that the learners are in front I can quickly 

pick up if they are behind and bring them up to speed when they need individual 

attention and then we can go on as a group to the next question.” 

From the findings above, it became evident that the teachers placed the non-LoLT 

learners near the front of the classroom. This can be seen as the scaffolding strategy 

that the teachers use to support the non-LoLT learners. Consequently, although the 

teachers place the non-LoLT learners in front to help them, some are not part of the 

classroom or are removed from their seats when they must do assessments. Although 

some teachers claim that they perceive that the non-LoLT learners do know what is 

being said, the contrary was observed when the learners looked at their peers’ work 

and were moved to the front by the teacher to avoid this from happening.  

Teachers used three strategies to support non-LoLT learners: translation, classroom 

resources and the seating arrangements in class. These strategies are not always 

successfully implemented by all the teachers but there were instances in which it was 

observed.  

 

4.4 Support Systems for Teachers who teach non-LoLT Learners 

 

Although some of the teachers received some type of multilingual training, other 

teachers felt that training and support are necessary to succeed in a multilingual 

classroom. From the interviews with the teachers, it became evident that support from 

parents and people in higher positions is necessary. Some teachers mentioned that 
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they received support from either or both parties, while others mentioned that they are 

all on their own.  

During an interview on day 2 with Teacher C, she mentioned that the HOD of the 

Foundation Phase does not support them to deal with the non-LoLT learners in their 

classrooms. She also mentioned that the HOD timelessly says that the non-LoLT 

learners must not be in the Afrikaans classrooms because the parents of the non-LoLT 

learners made the choice and now it is the responsibility of the parents and not that of 

the school to support these non-LoLT learners. Teacher C stated: 

“I really feel hopeless because there is nobody that can help me. Both of our HODs 

doesn’t want English learners in their school. They feel that the parents made the 

choice, and it is not the responsibility of the school to help these children.” 

Contradicting Teacher C’s perspective on the support she receives from the HODs, 

Teacher B mentioned that she does receive the necessary support for the non-LoLT 

learners in her classroom. Teacher B stated: 

“I usually go to one of the HODs and we also had meetings with the parents and 

HOD’s and then they came and sit together and talk. So, I don’t feel that I am being 

burdened alone with these kids. I don’t feel like that, I feel there is understanding 

from the school side and support but not like assistant’s full time, 100% support.”  

From the above statement, it became evident that the HODs have meetings with the 

parents and the teachers to discuss what they- teachers, parents, and HOD- will do to 

support non-LoLT learners. Teacher B further mentioned that she does not receive 

support in terms of an assistant in class, Teacher B does not mention if the assistance 

she wants in the classroom will help with the translation of work for non-LoLT learners 

or if she would like to have assistance when she needed it, for example from the HOD 

when she does not know what to do.  

When I asked teacher C what her perspective was on translating in Afrikaans 

assessments, her answers also pointed to “people in higher positions,” which does not 

support how she must conduct assessments. According to Birello et al. (2021), 

teachers do not receive enough guidance to teach the linguistic diversities of the 

classroom successfully. Teacher C confirmed the statement by Birello et al. (2021) and 

indicated that she does not explicitly receive guidance from “people in higher 

positions,” namely the principal or HODs. 
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 Teacher C stated:  

“Yes, it is a very unclear part, I do not know what I can and cannot do especially 

in assessments. Because I get no instructions from the people in higher positions 

on how to handle these children in my classroom. What else you have to do”.  

After the interview on day 2 with Teacher A, she gave a short but loud answer when I 

asked her if she receives support from anybody regarding the non-LoLT learners in 

her classroom. Whereas she answered: 

“(The teacher talked louder) No, a clear no!” 

On day three, Teacher A mentioned that she said no when asked if she receives 

support from the school. She then further stated that although she perceives that she 

does not receive support from somebody in a higher position at school she also does 

not receive any support from the learners’ parents. Teacher A stated: 

“I told you yesterday that there is no support from the school side at all but from 

the parent’s side there is even less support.” 

Once again, contradicting Teacher A, Teacher B indicated that she does receive 

support from the parent’s side, but the support is limited by their capabilities. Teacher 

B also mentioned that the support parents are willing to give their children is far beyond 

just helping them at home. Teacher B indicated that parents would go and find support 

from other people who know the language. Teacher B stated the following: 

“Well from home I can say parents are willing to help but it sometimes depends on 

their ability. Like we got the one where they cannot speak Afrikaans at all at home, 

but they have got extra lessons with the language talking and listening. And we 

have the other case where they speak Afrikaans to friends in the neighbourhood 

or sister in a bigger grade.” 

From the above statements made during interviews, a very contradicting perspective 

was perceived regarding whether teachers receive support. The two loudest support 

systems teachers mentioned in their interviews were those of people in higher 

positions, such as the HODs and parents. Some teachers mentioned that they feel 

hopeless because they receive no support from their HODs while another teacher 

mentioned that she indeed does receive support from the HOD. Furthermore, one 

teacher mentioned that parents provide support, but it is limited to their capabilities. 

The reality that these Foundation Phase teachers experience is they are often left 
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alone with non-LoLT learners, while other teachers indicated that the necessary 

support systems are present.  

 

4.5 Teachers’ Lack of Implementing Language Knowledge  

 

Through semi-structured interviews, I set out to record the strategies teachers used to 

teach in multilingual classrooms that are designed to be monolingual. By recording the 

teachers’ demographics (as presented in Table 3.2, Chapter 3), I could understand 

whether or not teachers had training on how to teach non-LoLT learners. Furthermore, 

through interviews, I could establish if these teachers were confident in their training 

teach non-LoLT learners. The consequences of the lack of teachers’ knowledge on 

how to teach non-LoLT learners are discussed as a sub-theme.  

Table 3.2, Chapter 3 indicates that all the teachers have four years or more experience 

teaching learners, while most of them have also taught learners of multiple languages 

in one classroom for over two years. Of the four teachers, three only had two years of 

their teaching experience in which they did not teach non-LoLT learners. While one 

teacher only had three years teaching experience in which she did not teach non-LoLT 

learners. All the teachers could only speak and understand two languages: Afrikaans 

and English. Two teachers had training at the university level in Afrikaans, and two 

teachers at the university level in English. Table 3.2 shows that all the teachers had 

training at universities, but Teacher B did her Postgraduate Certificate in Education 

(PGCE) at a college.  

As can be seen in Table 3.2, of the four teachers, three indicated that they had received 

training in using multilingual strategies in the classroom. Teacher A indicated in the 

interview that she received training on multilingual strategies at the previous school 

where she worked, where isiZulu learners were in English classrooms. Teacher A 

stated:  

“Yes, in my previous school we did a few work sessions on assessments/worksheets 

in multiple languages, where they helped us to compile worksheets in multiple 

languages including Zulu as the child’s home language.” 
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Teacher A mentioned that she received training in the form of work sessions at the 

school where she worked. According to a study conducted by du Plessis and Louw 

(2008), workshops are the preferred method of training as opposed to formal training 

due to the interactive nature of workshops. On the other hand, Teacher B stated that 

she received training on multilingual strategies in one of her undergraduate courses 

at the University of South Africa (UNISA). Teacher B stated: 

“Yes, at UNISA we had lesson studies that involved multiple languages and how to 

accommodate multiple languages in one classroom.” 

Although Teacher B stated that she had to attend a course that taught her how to 

implement multiple languages in the classroom, Teacher B never mentioned that she 

had the chance to implement the gained knowledge in an actual lesson. Her lack of 

experience teaching learners who speak multiple languages in one class is evident in 

Teacher B’s classroom observation on day 1, interval 1. 

9h00: Teacher B is administrating a maths test. When the assessment is given, all the 

instructions of the maths test are only given in Afrikaans although teacher B has two 

learners in her class that cannot understand the LoLT namely Afrikaans. I have noted 

that these two learners respond to English. 

Teacher B did not translate during the maths assessment, as indicated in the above-

mentioned observation. She indicated that she does not have the necessary 

knowledge or experience to conduct lessons where she must accommodate multiple 

languages in one classroom. According to Garcia and Kleyn (2016), pre-service 

teachers need to have an opportunity to teach or observe teaching in a multilingual 

setting to fully comprehend how teaching in a multilingual setting needs to occur.  

While Teacher B had more formal training than Teacher A, Teacher D indicated that 

she did an extra course to manage multilingual learners: Teaching English as a Foreign 

Language (TEFL). In contrast to Teachers A, B, and D, Teacher C did not receive any 

training on how to teach in a multilingual classroom at the university level or after that. 

In an interview with Teacher C, it became evident that she does believe that she needs 

to integrate more multilingual teaching but do not know how to incorporate multilingual 

strategies.  

Teacher C stated:   
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“Properly to translate more. I really do not know, it is a really difficult thing, I really 

do not know what else I can possibly do because their language in which they must 

learn are in Afrikaans and they are English.” 

In the above extract from the interview with Teacher C, she indicated that translating 

more will help the non-LoLT learners, but she does not always know how to incorporate 

translation in the classroom. Calafato (2020) indicated that this happens regularly 

where teachers believe that multilingual teaching is better than monolingual teaching 

but do not have the tools to apply their beliefs of multilingualism to the curriculum.  

Even though three out of the four teachers had some training on multilingual teaching 

and curriculum adjustment, all the teachers indicated that they need training on how 

to teach in the multilingual setting they are currently in. Teacher B elaborated on the 

training she perceives will contribute to success in their current multilingual 

classrooms. Teacher B stated: 

“Yes, definitely. I think all teachers need more training for that and I think that is 

why they have implemented it into the most recent curriculum for undergrad 

students at Unisa. Because at the end of the day, I have spoken to a few other 

people that graduated like four years ago and they didn’t have anything at all about 

multilingual, multigrade teaching in their curriculum, but I think they implemented 

it but not enough. Because we don’t have a specific subject or training, we just 

touch on it a little bit. So yes, I think training are necessary. It is difficult, you want 

to help the child, but you don’t always know specifically how and then also with 

the many students you have in your class, you don’t want to take teaching time 

away from another child for that one or two children. So that is also where training 

would come in, like how do you balance the two, yah. That would be helpful.” 

In the above extract, Teacher B indicates that she thinks universities are moving 

towards educating undergraduate teachers on more multilingual approaches in 

classroom because she had training focused on multilingual classrooms. In contrast, 

did not receive this training a few years back. Although Teacher B states this, she also 

reveals that this training was not enough and indicated that there is still room for more 

implementation in undergraduate programmes.  

During the interviews with the four teachers, it became evident that they needed 

support in their multilingual classrooms. In an interview during day 3 with Teacher D, I 

asked her what strategies she implements, or what strategy can she implement to 
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support the learner in her class who do not understand the LoLT. Teacher D answered 

as follows: 

“Ummmmm, I think, ummmmm (Silence for a few seconds- leaning in closer to the 

researcher) Why don’t you tell me what will work (laughing)? Please give me 

advice. (She had a sarcastic look and tone)” 

During the interview with Teacher D, it became evident that she feels hostile towards 

other languages in her classrooms. The answer above was sarcastic as if she did not 

want to know. On the other side, it can also indicate that Teacher D really does not 

know how to support non-LoLT learners. Whether Teacher D has a negative attitude 

towards multilingual teaching or does not know how to incorporate different teaching 

methods to educate non-LoLT learners is unclear. Yet it is comforting that Teacher D 

asked for advice. According to Aline et al. (2017) a change in attitude and thinking 

about multilingual classrooms can be achieved when teachers are trained on different 

multilingual teaching methods and approaches. An observation made in Teacher D’s 

class on day 1, interval 2, also indicates that in the classroom, Teacher D is not 

necessarily willing or cannot incorporate another language other than Afrikaans. 

11h40: The teacher walked around during assessments, when she gets to the table with the 

English learner she will once again only repeat the question in Afrikaans. The teacher will get 

frustrated with the learner because she does not complete the question, but the teacher does 

not make any effort to even translate any of the questions in English. 

From the perspectives of all four teachers, it became evident that training on educating 

learners in multilingual settings needs to be implemented. Furthermore, although three 

of the four teachers indicated that they had some training in multilingual strategies, 

these teachers used various strategies to support the non-LoLT learners. The most 

prominent strategy that was observed was that of translation.  

 

4.5.1 Teacher Knowledge Placing non-LoLT Learners at a Disadvantage 

 

From the observations, it became prominent that most of the teachers are not 

translating or helping the non-LoLT learners by talking with them in a language they 

can understand. This section presents the observations made with specific focus on 
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where the non-LoLT learners were at a disadvantage. The observations are presented 

and supported by the interviews I had with the teachers.  

Throughout the observations over the five days, there were instances where the Grade 

1 non-LoLT were confused about what they were supposed to do during the lessons. 

This means that these learners were mostly not knowing what to write or do. From the 

observations, it became prominent that these learners were especially confused 

during the first two intervals of all five days. The teachers usually explained what would 

happen throughout the rest of that period or explained new content within the first two 

intervals. For example, during interval 1 on day 3, a learner who did not understand 

Afrikaans in Teacher B’s class wrote her name in the wrong place. 

8h30: The English girl is writing the answers on the wrong lines- for example where 

she must write the first answer, she wrote her name. The teacher hasn’t even explained 

the second question, but the English girl already wrote an answer, but the answers is 

not what is expected of them. The English boy did not write his name even though the 

teacher is at question 2 already. He is paging through the test, not knowing what to do.  

From the above scenario, it is evident that the learner who did not understand 

Afrikaans was writing her name and answering the question without understanding 

what she needed to do. The boy on the left, who did not understand Afrikaans, also 

did not know what to do because he did not write his name, although the teacher is 

already at the second question. Another example was when the learners in Teacher 

A’s class wrote a test on shapes. During interval 4 on day 2, the learner who did not 

understand Afrikaans, did not do what she was told because the instruction was only 

given in Afrikaans. This learner drew what she felt was necessary, namely the x all 

over the shapes instead of colouring the shapes that look the same and counting the 

shapes.  

9h00: I came a little closer and then moved away after I noticed that this learner did 

not understand any of the instructions the teacher gave in Afrikaans- the learner made 

an x over all of the shapes. 

There was an instance throughout the first two days when the learners who did not 

understand Afrikaans looked around for peer support. From the observations, I noted 

that these learners looked around because the instruction was only given in Afrikaans. 

Therefore, they did not understand what to do or how to complete the tasks or work in 
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front of them. For example, on day 1, in intervals 1 and 2 there were two instances 

where the learner who did not understand Afrikaans would look around or ask the 

learner next to him for support. 

8h30: The English learner at the second table, second row does not understand 

anything the teacher is saying. He asked the friend next to him- the teacher told him 

he was busy cheating (in Afrikaans) and he must not talk. He does not understand 

what colour to use for the listening test- for example when they need to take yellow, he 

will take green. A few times during the administration of the test he will look behind him 

at the learner that is also doing the test.  

As well as in interval 2: 

8h40: Once again, the English learner ask the girl next to him if he has the correct 

colour, and the teacher once again tell the learner not to look at other learners’ tests 

but only in Afrikaans. The English learner are in doubt most of the time, he feels 

insecure because he does not complete the instruction on his own-or even do anything 

on his own. He will wait a few seconds and see what the other learners are doing.  

From the observations above, the teacher told the learner that he was cheating 

because he looked around to see what he needed to do. Furthermore, the learner was 

in doubt and did not know how to do the work independently because he did not 

understand what was being asked of him. Therefore, it can be perceived that this 

learner did not understand Afrikaans because he struggled with basic things, like 

colours.  

From the observation, there were a few occasions when the learners who did not 

understand Afrikaans did not engage in the lesson or the activity. The learners did not 

engage because they did not understand what instructions were given. For example, 

on day four, interval two, the learner in Teacher B’s class who did not understand 

Afrikaans does not pick up and put away everything like the teacher asked the class 

to do. He just continued with what he was busy with. 

7h40: Everybody started to pick up around their table and put their stationery and 

books away. The English boy (2nd row, 3rd table) did not respond to the instructions that 

the teacher gave, he just continued to colour in, in his book. 
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However, again, the learner in Teacher B’s class who did not understand Afrikaans, 

did not engage in the activity given on day 4, during interval 3. It became clear that 

this learner did not understand the instructions given in Afrikaans.  

7h50: The learners took quite a while to start with any work because the teacher 

appointed row learners and told them to go and fetch the board that needs to be in 

the middle of each table. After every table had a board in the middle, the teacher did 

an activity with the learners so that they can relax. She told the learners to close their 

eyes and go to the sea for a while. The English girl closed her eyes and did the 

exercise, but the boy kept his eyes open and played with the board in the middle (all 

these instructions was given in Afrikaans). 

Throughout the observation period, there were a few times, as mentioned above when 

the learners who did not understand Afrikaans did not engage in the activities. 

Therefore, after making these observations, the perception of the teacher was 

essential to incorporate in conjunction with the observations. I was intrigued by the 

observations where the non-LoLT learners did not participate even though they could 

have followed the learners around them. Thus, I pondered around the fact that either 

the learner could not understand the language or simply did not want to engage in 

activities. Teacher B shed some light on what she perceives may be the feelings of the 

non-LoLT learners.  

“For Afrikaans and English? Yes, I think so, in general, yah. I think it is like any 

other subject, if you are going to force that language upon them and you are going 

to penalise them for not understanding, they are going to start to hate it, I really do 

believe that. They see me as the bad guy in this regard and you don’t want 

somebody to feel that way about your language.” 

The above extract from the interview indicates that the teacher perceived that the 

attitude of the non-LoLT learner can go both ways: either they did not understand, or 

they did not want to engage. Teacher B indicated that the Afrikaans language is forced 

upon these learners. She suggested that the learners will start to hate the language 

they are forced to learn, Afrikaans. Therefore, since they do not understand Afrikaans, 

they do not engage because, according to Teacher B, these learners are going to hate 

the language due to the circumstances they are placed in.  

Concurrent with the above findings that learners may feel that the language is forced 

on them even though they do not understand, Teacher B also indicated that even 
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though it is challenging to teach in a multilingual classroom, she believes it is more 

difficult for the learner.  

“It is difficult and not necessarily for me, in my honest opinion but more for them 

because I feel, I feel sad for them if I can put it very straight forward because it is 

an unfair ummmm disadvantage for them because I can see that they know the 

concepts but because you are testing it in Afrikaans they don’t do as well as they 

would have. Some of them might have got 80% and now they are barely getting 

the 50% required to pass. And for me emotionally for them I can see that they are 

struggling emotionally. Because they don’t fit in, because of the language barrier, 

they struggle to make friends because the Afrikaans children can’t always speak 

on that level of English, and they definitely can’t speak that level of Afrikaans. And 

I had one of the boys for example he doesn’t understand that if I’m starting at the 

one side of the classroom, just handing out a single piece worksheet, he will start 

crying because he feels left out. He is always afraid of being left out and that’s how 

he feels all the time in the class. He feels left out because you will see even if I 

repeat it in Afrikaans and English, I will start with Afrikaans because most of the 

kids are Afrikaans and then they are already starting because they got the 

instructions, they are ready to work and then he is sitting there feels left out. Even 

if I translate already, he is left out. So, ja, it is very difficult for them. They are 

struggling.”  

From the above interview extract with Teacher B, she indicated that the non-LoLT 

learners feel left out, so the learner would start to cry when he does not know what is 

happening. Furthermore, Teacher B mentioned that academically, it is difficult for non-

LoLT learners, but it is even more emotionally difficult for these learners because they 

struggle to make friends. Sung and Akhtar (2017) stated that the perception the 

teacher has of the language minority learners can influence the perception peers have 

of them. Furthermore, the learners’ negative perception of the language minority 

learner can contribute to feelings of doubt about their self-efficacy.  

In this section, it became evident that the non-LoLT learners are confused, do not 

engage, or look around because they are looking for support in completing activities. 

In these cases, the teachers did not translate or help the learners who did not 

understand Afrikaans. During the interviews, it became evident that teachers believed 

the lack of support influenced the learners emotionally, such as feelings of hate 

towards the language and self-doubt. Consequently, these learners would fall behind 
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in their academic work due to a lack of understanding of the content presented. Thus, 

training teachers on how to teach non-LoLT learners needs to be incorporated into 

teachers’ developmental programmes.  

 

4.6 Chapter Summary 

 

This chapter presented data collected in Grade 1 classrooms in the Sekhukhune 

district in Limpopo province in South Africa. Data that were collected through semi-

structured interviews and observations were analysed using thematic analysis. Four 

themes were derived from the analysis process. The first theme was how the Grade 1 

teachers were teaching language to non-LoLT learners. Teaching phonics only in 

Afrikaans was the most prominent observation and perception of most of the Grade 1 

teachers. Secondly, three support strategies emerged: translation, classroom 

resources and seating non-LoLT learners. The findings are summarised in the 

concluding chapter, and recommendations are made. The third theme that emerged 

was the support that Grade 1 teachers receive for teaching non-LoLT learners. HODs 

and parents were the two central support systems that emerged, and some teachers 

indicated that they received support while others indicated that no support was 

provided. Lastly, the fourth theme was teachers’ lack of knowledge on teaching non-

LoLT learners. This theme indicated that although three teachers had some training in 

teaching multiple languages, they rarely used any strategy to support non-LoLT 

learners. The findings further indicated that the lack of teacher knowledge on teaching 

non-LoLT learner’s places learners at a disadvantage.  

In the next chapter, the findings are summarised and concluded by linking the 

theoretical and conceptual framework to the findings. Lastly, recommendations ae 

made. 
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CHAPTER 5: SUMMARY, CONCLUSION AND RECOMMENDATIONS 

 

5.1 Introduction  

 

This chapter presents the summary of findings and conclusion of the study. The 

summary indicates how the findings address the aim of the study and the research 

question. The findings are also be discussed in line with the framing of the study. The 

themes that emerged from the study related to the linguistic realities of Foundation 

Phase teachers in a single medium multilingual classroom are incorporated in writing 

the recommendations.  

 

5.2 Summary of the Findings 

 

This study sought to explore the experiences of Grade 1 teachers in single-medium 

multilingual classrooms. In Chapter 4, I shared the findings in four themes and four 

subthemes. I summarize the findings in two parts from the themes and subthemes in 

Chapter 4. First, I summarize findings on what we can learn about the professional 

and pedagogical knowledge of teachers who manage multilingual classrooms when a 

single-medium of instruction is used in the classroom. Secondly, I share the summary 

of findings on how teachers in single-medium classrooms work around teaching non-

LoLT learners.  

 

5.2.1 Professional and pedagogical knowledge of teachers who manage 

multilingual classrooms but single-medium classrooms 

 

The loudest echo reported on the findings whirls around issues of lack of and need for 

in-service professional development for teachers. While a few teachers reported that 

they received formal training in their initial teacher qualifications, they indicated that 

they did not have support to implement multilingual strategies in their classrooms to 

support their non-native learners of the LoLT- Afrikaans. The multilingual strategies 

that the teachers implemented did not always line up with the perception they have 

about what they need to do in the classroom to accommodate non-LoLT learners. For 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



85 
 

example, some teachers indicated that they need to make use of translation when 

teaching and assessing maths during the interviews however, the opposite was 

observed. Another example of the difference between teacher perceptions and 

teaching is that teachers would translate some phonics into English, but, when asked 

the teachers would say phonics must only be taught in Afrikaans. Although some 

multilingual strategies were implemented, during the observations and interviews it 

became prominent that teachers experience challenges and do not know if what they 

are doing to accommodate non-LoLT learners is correct. The teachers pointed out that 

they perceive the support that they get from HODs as not enough and that appropriate 

support is needed. Furthermore, the teachers indicated that extra workshops would 

be appreciated for them to be empowered and face the challenges that go hand in 

hand with accommodating non-LoLT learners.  

 

5.2.2 Teaching of non-LoLT learners  

 

The second part of the summary of the findings focuses on how teachers taught non-

LoLT learners. Teachers made use of teaching strategies that they thought would 

support non-LoLT learners. However, from the observations and interviews it became 

evident that teachers need guidance in the single-medium instruction but multilingual 

classrooms. While interpreting between languages was observed in classrooms as a 

support strategy that teachers use to educate non-LoLT learners there was an 

imbalance between the frequency of interpretation versus non-interpretation. During 

most parts of the observation periods the teachers did not translate the content and 

left non-LoLT learners confused as to what they were to do. Furthermore, in some 

instances teachers would translate the phonics by means of using a word in English 

that starts with the same phonetical sound or will explain the word by giving an English 

definition. Although the phonetical strategy sheds some light on what the sound is in 

Afrikaans, the strategy will not work every time due to the different pronunciation of 

phonics in different languages.  

The placement of non-LoLT learners was also very strategic and seen as a way in 

which the teachers support non-LoLT. The learners were placed more to the front of 

the classroom, to provide support whenever the learners who did not understand 
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Afrikaans would need it. However, the strategic placement of learners did not 

contribute to more support provided by the teacher in relation to learners in other 

positions in the classroom. Lastly, there was a lack of classroom resources such as 

posters in Afrikaans and English, the posters were mainly Afrikaans. Even though the 

perceptions of the teachers were that it is an Afrikaans classroom, therefore posters 

must be Afrikaans, did not affect the way in which non-LoLT learners made use of the 

posters for assistance. These learners used the posters as tools especially the 

Afrikaans alphabet with pictures when they did not know how to spell the word or what 

phonetical sound to use. 

 

5.3 General discussion of the findings 

 

In Chapter 2, I described how the ZPD, the Continua of Biliteracy and translanguaging 

underpinned the study. In essence, the tenets of the framework in relation to the ZPD, 

is that to achieve the potential developmental level of the non-LoLT learners, teachers 

as the more knowledgeable other need to create a classroom environment suitable for 

learning a new language. The tenets of the Continua of Biliteracy, specifically the 

context, focuses on how the teacher can achieve a desirable environment for a learner 

to learn a new language. Thus, the essence is that if a teacher wants to achieve 

bi(multi)lingual classrooms, factors such as macro/micro level support, literature or 

oral activities and translanguaging plays a role.  

With regard to the key findings on professional and pedagogical knowledge of 

teachers who manage multilingual classrooms, but single-medium classrooms, the 

tenet on the Continua of Biliteracy, that focus on macro/micro level support suggests 

that if sufficient macro level support is provided such as support by HOD, workshops 

by the Department of Education and training by tertiary institutions, teachers will be 

able to create a classroom environment suitable for a learner to learn in a new 

language. However, the findings from the current study show that teachers experience 

challenges due to their lack of knowledge on how to teach non-LoLT learners. Within 

the framework for this study, training and experience by teachers will impact the 

movement of learners from their actual developmental level to their potential 

developmental level. Although three of the four teachers received training on how to 
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use multilingual strategies, and all four teachers had more than two years of 

experience teaching non-LoLT learners, the reality was that these learners were 

mostly educated monolingually- in Afrikaans. From the observations and interviews 

teachers indicated that they mostly do not know how to create an environment in which 

learners can successfully learn a new language. Suggesting that the training that some 

of the teachers received was not on standard and that training by tertiary institutions 

and workshops by the Department of Education was important to support the teachers 

to create a bi(multi)lingual environment.  

Secondly, regarding the key findings of teaching of non-LoLT, the tenet on the ZPD, 

especially scaffolding, suggests that for a learner to move from the actual 

developmental level to the potential developmental level teachers had to implement 

scaffolding techniques to support learners. These scaffolding techniques can 

incorporate translanguaging practices into the classroom. However, the findings from 

the current study show that although some strategies such as interpreting between 

Afrikaans and English and placement of non-LoLT learners, were incorporated most 

of the time non-LoLT learners were not able to participate in classroom activities. In 

this context, the concept of unplanned translanguaging can be explained where one 

teacher explained phonics to non-LoLT learners by directly translating “t vir tier” to “t 

for tiger”. In this situation, the teacher used unplanned translanguaging to scaffold the 

learners towards moving more to the learners’ potential developmental level- being 

able to understand the LoLT. Another teacher translated words directly to scaffold 

learners to understand the Afrikaans words, once again this teacher used unplanned 

translanguaging. Although words and phonics were translated, the observation that 

was made regarding the use of majority monolingual practices in classroom tipped the 

scale back and placed the learners on their actual developmental level.  

Another scaffolding strategy, that is placed under the ZPD was the posters that were 

incorporated into the Grade 1 teachers’ classrooms. However, the findings from the 

current study show that there was a lack of classroom posters in Afrikaans and 

English. In this context, the lack of incorporating this scaffolding strategy into the 

classrooms can be explained by the perception the Grade 1 teachers had. According 

to the teachers’ posters in Grade 1 are supposed to be only in one language- the LoLT. 

Other teachers indicated that they must not have learners who cannot understand 

Afrikaans in their classrooms. Therefore, they will not adjust the classroom posters. 
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Although classroom resources can be seen as a scaffolding tool that teachers 

incorporate into a bi/multilingual classroom, the opposite was observed in this case. 

Placing the classroom resources teachers use under monolingual practices, left the 

learners at their actual developmental level, which is to not be able to understand 

Afrikaans as LoLT.  

The last scaffolding strategy that teachers used was the seating arrangements in their 

classrooms. The findings in the current study suggest that non-LoLT learners, were 

placed mostly to the front and closer to the board. In this context, this scaffolding 

strategy was that teachers placed non-LoLT, closer to the front for the teacher to 

identify when they have to support these learners. However, even though non-LoLT 

learners were placed closer to the front no special attention or extra support was 

provided.  

When taking all four themes together, there were quite a few contradicting factors on 

whether teachers could guide learners to achieve their potential developmental level. 

Even though instances of interpreting between Afrikaans and Englsih were observed, 

it was not a constant phenomenon and most of the instructions were given in 

Afrikaans. The linguistic realities in these four classrooms were that almost all 

instructions, content and explanations were done in Afrikaans. Teachers’ perception 

and knowledge about teaching non-LoLT learners tilted towards a monolingual point 

of view. According to the theoretical and conceptual framework teachers did their best 

according to their knowledge to bring in practices that would shape the desirable 

classroom, namely a bi/multilingual classroom. Hence, the use of strategies and 

practices teachers tried to incorporate, and the reality is that these teachers lack 

knowledge on how to teach non-LoLT learners. The lack of knowledge can be 

attributed to insufficient support from the HODs and minimal training by the 

Department of Education and tertiary instructions of teaching non-LoLT learners. 

 

5.4 Consolidation of findings 

 

Overall, the study revealed that teachers implemented certain strategies that they 

perceived as necessary to guide and teach learners who did not understand the LoLT, 

namely Afrikaans. Teachers placed non-LoLT learners more to the front of the 
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classroom. Although contradicting observations were made regarding the use of 

translanguaging in the classroom, some teachers made use of unplanned 

translanguaging to guide learners to understand the content being discussed. Some 

teachers also interpret phonics from Afrikaans to English. These Grade 1 teachers 

perceived that classroom resources ought to be in Afrikaans since they are teaching 

Grade 1 Afrikaans learners. The non-LoLT learners relied on the posters especially the 

Afrikaans alphabet that has pictures.  

Even though some multilingual support strategies are in place, the overall observation 

was that teachers experienced challenges with teaching the non-LoLT learners. All the 

teachers received formal training, but only one teacher mentioned that she had 

subjects at university level that incorporated multilingualism and how to manage 

multilingualism. Although three of the four teachers mentioned that they had additional 

multilingual strategy training, the lack of interpreting between Afrikaans and English 

and translanguaging was observed in the classrooms. In some instances, the non-

LoLT learners, were not part of the classroom and could not participate. Teachers’ 

insufficient knowledge on how to teach non-LoLT learners placed these learners at a 

disadvantage. Teachers mentioned that they would appreciate workshops or support 

on how they ought to teach non-LoLT learners. Some teachers mentioned that they 

received support from their HODs, but the finding was overshadowed by teachers that 

mentioned that they were alone and did not know how to teach non-LoLT learners. 

Furthermore, some teachers mentioned that parents were involved and willing to get 

extra support if their child does not understand the medium of instruction, it is also 

overshadowed by a lack of parental involvement. Thus, teachers lack knowledge on 

how to teach non-LoLT learners and sufficient support is not provided.  

 

5.5 Recommendations 

 

The following recommendations are made focusing on recommendations for the 

different stakeholders that play a role in educating non-LoLT learners.  
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5.5.1 Teacher Training by Tertiary Institutions 

 

Teachers lack knowledge on how to teach non-LoLT learners Therefore, tertiary 

education intuitions should explicitly train teachers on how to teach non-LoLT learners. 

Furthermore, although training is essential, pre-service teachers need practical 

experience in classrooms facing learners of multiple languages in one classroom. 

Therefore, I recommend that pre-service teachers need the opportunity to observe 

classrooms where multiple languages are being taught in one classroom.  

 

5.5.2 To the Department of Education  

 

Learners are being enrolled in schools that are parallel medium but placed in the 

Afrikaans classrooms because the English classrooms have reached their capacity. 

These learners do not understand the LoLT and according to the observations in my 

study, teachers lack knowledge on how to teach these learners. Therefore, I 

recommend that the Department of Education should enquire if schools have 

classrooms that have learners who do not understand the LoLT on a yearly basis to 

provide support to schools and teachers. Continued support should be provided using 

developmental programmes, such as workshops that teachers in similar positions 

guide. Teachers can then have the opportunity to share ideas and form new ideas 

regarding multilingual teaching.  

 

5.5.3 To the Schools, Focusing on the Principal and HODs  

 

From the observations that I made; it is evident that teachers experience challenges 

accommodating learners who do not understand the LoLT. Teachers need to receive 

training on how to teach learners who do not understand the LoLT. This can be done 

using workshops held at the school. HODs need to be explicitly trained by either the 

Department of Education or by attending courses that are in line with how to manage 

multilingual classrooms. The HOD, who has gained knowledge by means of courses 

or workshops, needs to join the teacher held workshops to provide support to teachers 

after the workshops are finished. Workshops can include sharing experiences gained 
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in the classroom, and research done by the teachers. Furthermore, a plan of action 

must be written down and kept in a place where teachers can refer to when they need 

assistance.  

 

5.6 Recommendations for future research 

 

This research contributes to what is known in literature about the lack of professional 

and pedagogical knowledge of teachers who manage multilingual learners in single-

medium classrooms. Furthermore, this research contributes to the strategies that 

teachers use in their single-medium but multilingual classrooms to teach learners who 

do not understand the LoLT. There is a gap in research as to what teaching methods 

should be incorporated into early childhood education programmes when training 

teachers in multilingual classrooms. More research on the teaching of phonics in a 

Grade 1 classroom to learners who do not understand the medium of instruction is 

imperative. 

 

5.7 Chapter Summary 

 

This chapter presents the summary of the research findings. The findings were 

summarised in two parts: professional and pedagogical knowledge of teachers who 

manage multilingual learners in single-medium classrooms and teaching of non-LoLT 

learners. A general discussion of the findings took place where the findings were linked 

with the theoretical and conceptual framework as discussed in Chapter 2. The findings 

were concluded by indicating what was found through the interviews and observations 

of the four teachers who participated in the study. Lastly, recommendation was made 

for tertiary education intuitions, the Department of Education and schools, especially 

the HODs. 
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5.8 Conclusion of the study  

 

The problem that was observed were that grade 1 learners were placed in Afrikaans 

classrooms because the English classrooms reached its capacity. In most cases it was 

the choice of the parents to place learners in these classrooms although there are 

other schools that can accommodate learners. These decisions placed teachers in a 

difficult situation because they now had to teach learners who do not understand the 

LoLT -Afrikaans. 

Literature that focused specifically on the problem were incorporated into the study. In 

order to understand why some learners are educated in a language that they do not 

understand, the history of South African languages was explored. Furthermore, 

multilingual classrooms and the perceptions and pedagogical knowledge of teacher 

teaching in these multilingual classrooms were incorporated. Strategies such as 

translanguaging were discussed and formed part of the conceptual and theoretical 

framework which consisted out of the ZPD, scaffolding and the Continua of Biliteracy.  

By means of qualitative study, semi-structured interviews and observations were 

conducted over a period of five days, with four grade 1 Foundation Phase teachers. 

After each observation in the four different classrooms, interviews were conducted in 

order to establish how teachers felt about the lessons they presented. The study 

explored the linguistic realities of Foundation Phase teachers in single-medium 

multilingual classrooms. After the data were analysed, four themes were presented.  

The linguistic realities that Foundation Phase teachers experience in single-medium 

multilingual classrooms, are that to adjust to teaching non-LoLT learners is difficult. 

Teachers do not know how to teach phonics to these grade 1 learners that are in the 

beginning of their school career and still needs to learn to read and write. Teachers 

tried to incorporate support strategies such as interpreting some of the content and 

seating non-LoLT learners more to the front of the class but there was also a lack of 

multilingual resources in the classrooms because teachers stated that grade 1 

learners cannot read so it is not necessary to have multilingual resources. Teachers 

also stated that they struggled with the incorporate multilingual strategies and support 

non-LoLT learners because they do not have the knowledge and do not receive 
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training. Hence, the lack of knowledge of teachers places non-LoLT learners at a 

disadvantage.  

In conclusion, although teachers are faced with the challenges of multilingual 

classrooms, teachers need to change their attitude, empower each other by sharing 

strategies that work and equip themselves with the knowledge to support learners who 

do not understand the LoLT.   

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



94 
 

6 REFERENCES 

 

Alisaari, J., Heikkola, L. M., Commins, N. L., & Acquah, E. O. (2019). Monolingual   

ideologies confronting multlingual realities. Finnish teachers' beliefs about 

linguistic diversity. Teaching and Teacher Education, 48-58.  

Alduais, A. M. (2012). A Monograph on Educational Linguistics, its Origin, Definitions, 

and Issues it Accounts for. International Journal of Education. 

 

Alharahsheh, H., & Pius, A. (2020). A Review of key paradigms: positivism VS 

interpretivism. Global Academic Journal of Humanities and Social Sciences, 

39-43. 

Aline, K., Ferreira-Meyers, F., & Horne, F. (2017). Multilingualism and the language 

curriculum in South Africa: contextualising French within the local language 

ecology. Stellenbosch Papers in Linguistics Plus, 23-40. 

Alzubaidi, E., Aldridge, J. M., & Khine, M. S. (2016). Learning English as a Second 

Language at the University Level in Jordan: Motivation, Self-Regulation adn 

Learning Environment Perceptions. Learning Environments Research, 133-

152. 

Bartolotti, J., Marian, V., Schroeder, S. R., & Shook, A. (2011). Bilingualism and 

Inhibitory Control Influence Statistical Learning of Novel Word Forms. Frontiers 

in Psychology, 1-10. 

Bhuvaneswari, B., & Pradakannaya, P. (2017). Environmental print awaresness in 

English and Tamil in Indian children. Language in India, 35-59. 

Birello, M., Llompart-Esbert, J., & Moore, E. (2021). Being plurilingual versus 

becoming a linguistically sesitive teacher: tensions in the discourse of initial 

teacher education students. International Journal of Multilingualism, 586-600. 

Bradley, K. A., & Bradley, J. A. (2004). Scaffolding academic learning for second 

language learners. TESI Journal. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



95 
 

Bruner, J. S. (1978). The Role of Dialogue in Language Acquisition. In A. Sinclair, R. 

J. Jarvelle, & W. J. Levelt, The Child's Concept of Language. New York: 

Springer-Verlag. 

Burner, T. (2015). Formative assessment of writing in English as a Foreign language. 

Scandinavian Journal of Educational Research, 1-23. 

Byers, T., Mahat, M., Liu, K., Knock, A., & Imms, W. (2018). A Systematic Review of 

the Effects of Learning Environments on Student Learning Outcomes. 

Melbourne: University of Melbourne. 

Calafato, R. (2020). Language teacher multilingualism in Norway and Russia: Identity 

and beliefs. European Journal of Education: Research, Development and 

Policy, 602-617. 

Canagarajah, S. (2018). Translingual Practice as Spatial Repertoires: Expanding the 

Paradigm beyond Structuralist Orientations. Applied Linguistics. 

Castleberry, A., & Nolen, A. (2018). Thematic analysis of qualitative research data: Is 

it as easy as it sounds? Currents in Pharmacy Teaching and Learning, 807-

815. 

Cekiso, M., Meyiwa, T., & Mashige, M. (2019). Foundation Phase teachers' 

experiences with instruction in the mother tongue in the Eastern Cape. South 

African Journal of Childhood Education. 

Cenoz, J., & Gorter, D. (2020). Teaching English through pedagogical 

translanguaging. World Englishes, 300-311. 

 

Christensen , L., Burke Johnson, R., & Turner, L. (2015). Research Methods, Design 

and Analysis. Harlow: Pearson Education. 

Connelly, L. (2016). Trustworthiness in qualitative research. MedSurg Nursing. 

Cope, D. (2014). Methods and Meanings: Credibility and Trustworthiness of 

Qualitative Research. Oncology Nursing Forum, 89-91. 

Cummins, J. (1979). Linguistic Interdependence and the Educational Development of 

Bilingual Children. Review of Educational Research, 222-251. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



96 
 

Dahm, R., & De Angelis, G. (2017). The role of mother tongue literacy in language 

learning and mathematical learning: is there a multilingual benefit for both? 

International Journal of Multilingualism, 1-20. 

Davenport, T. R. (1991). South Africa- A modern history. London: McMillan. 

David, S. (2017). Emergent practices in translingual pedagogy: Teachers learning to 

faciliate collaborative translation. Learning, Teaching and Diversity. 

de Klerk, E., Palmer, J., & Papashane, M. (2021). Promoting multiligualism: 

Foundation Phase teachers' experiences in teaching isiXhosa to native 

speakers of Afrikaans. South African Journal of Education, S1-S9. 

de Klerk, G. (2002). Mother-tongue education in South Africa: the weight of history. 

International Journal of the Sociology of Language, 29-465. 

 

Department of Basic Education (2012). Curriculum and assessment policy statement 

Foundation Phase grades R - 3. Pretoria: Government Printer. 

Department of Education (1997). Language in Education Policy (LiEP). Pretoria: 

Government Printers. 

Dowling, T., & Krause, L. (2019). 'Ndifuna imeaning yakhe': translingual morphology 

in English teaching in a South African township classroom. International Journal 

of Multilingualism, 205-225. 

 

du Plessis, S., & Louw, B. (2008). Challenges to preschool teachers in learner's 

acquisition of English as Language of Learning and Teaching. South African 

Journal of Education, 53-75. 

Eun, B. (2019). The zone of proximal development as an overarching concept: A 

framework for synthesizing Vygotsky's theories. Educational Philosophy and 

Theory, 18-30. 

European Commission. (2022). Multilingualism: The language of the European Union. 

European Parliamentary Research Service. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



97 
 

Evans, R., & Cleghorn, A. (2014). Parental perceptions: a case study of school choice 

amidst language waves. South African Journal of Education, 1-19. 

Galante, A. (2020). Plurilingual and pluricultural competence (PPC) scale: the 

inseparability of language and culture. International Journal of Multilingualism, 

477-498. 

Garcia, O. (2009). Education, Multilingualism and Translanguaging in the 21st 

Century. In T. Skutnabb-Kangas, R. Phillipson, A. K. Mohanty, & M. Panda, 

Social Justice through Multilingual Education (pp. 140-158). Bristol: Blue Ridge 

Summit. 

Garcia, O., & Kleyn, T. (2016). Translanguaging with Multilingual Students: Learning 

from Classroom Moments. New York: Routledge. 

Giacovazzi, L., Moonsamy, S., & Mophosho, M. (2021). Promoting emergent literacy 

in under-served preschools using environmental print. South African Journal of 

Communication Disorders, 1-11. 

Grace, G. W. (1987). The Linguistic Construction of Reality. London: Routlegde. 

Gutierrez, A. (2022). The Effects of Various Classroom Seating Arrangements on 

English Learners' Academic Achievement. Illinios: University Honors Program 

Senior Projects. 

Heugh, K. A. (2013). Multilingual Education Policy in South Africa Constrained by 

Theoretical and Historical Disconnections. Annual Review of Applied 

Linguistics, 215-237. 

Hirosh, Z., & Degani, T. (2018). Direct and indirect effects of multilingualism on novel 

language learning: An integrative review. Psychonomic Bulletin & Review, 892-

916. 

Hofslundsengen, H., Magnusson , M., Svensson, A.-K., Jusslin, S., Mellgren, E., 

Hagtvet, B., & Heila-Ylikallio, R. (2020). The literacy environment of preschool 

classrooms in three Nordic countries: Challenges in a multilingual and digital 

society. Sognal: Taylor & Francis. 

Hooijer, E., & Fourie, J. (2009). Teacher's perspective of multilingual classrooms in a 

South African school. Education As Change, 129-145. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



98 
 

 

Hornberger, N. H. (1989). Continua of Biliteracy. Review of Educational Research, 

271-296. 

Hornberger, N. H. (2002). Multilingual Language Policies and the continua of biliteracy: 

An ecological approach. Language Policy, 27-51. 

Hornberger, N. H. (2022). Researching and teaching (with) the continua of biliteracy. 

Educational Linguistics. 

Hornberger, N. H., & Skilton-Sylvester, E. (2000). Revisiting the Continua of Biliteracy: 

International and Critical Perspectives. Language and Education, 96-122. 

Howie, G. R. (2018). Pronunciation of L2 English in Afrikaans speakers who have 

relocated to Aotearoa-New Zealand. Dunedin: University of Otago. 

Jiang, Y.-L. B., Garcia, G. E., & Willis, A. I. (2014). Code-Mixing as a Bilingual 

Instructional Strategy. The Journal of the National Association for Bilingual 

Education, 311-326. 

Kabir, S. M. (2016). Measurement Concepts: Variable, Reliability, Validity and Norm. 

Basic Guidelines for Research: An Introductory Approach for All Disciplines, 

72-100. 

Kamwangamalu, N. M. (2003). Social Change and Language Shift: South Africa. 

Annual Review of Applied Linguistics, 225-242. 

King, L. (2018). The Impact of Multilingualism on Global Education and Language 

Learning . UCLES. 

King, N., Horrocks, C., & Brooks, J. (2019). Interviews in Qualitative Research. SAGE 

Publications. 

Kivunja, C., & Kuyini, A. B. (2017). Understanding and Applying Research Paradigms 

in Educational Contexts. International Journal of Higher Education, 26-41. 

Lambert, W. E. (1981). Bilingualism and language acquisition. Annals of the New York 

Academy of Sciences, 9-22. 

 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



99 
 

Leedy, P., & Ellis Ormrod, J. (2015). Practical Research. Harlow: Pearson. 

Lenneberg, E. H. (1967). Biological foundations of language. Wiley. 

Lenters, K. (2004). No Half Measures: Reading Instruction for Young Second-

Language Learners. The Reading Teacher, 328-336. 

Leung, C., & Valdes, G. (2019). Translanguaging and the Transdisciplinary 

Framework for Language Teaching and Learning in a Multilingual World. The 

Modern Language Journal, 348-370. 

Llompart, J., & Birello, M. (2020). Migrant and non-Migrant Origin pre-service 

Teachers' Beliefs about Multilingualism and Teaching in Multilingual 

Classrooms: Convergences and Divergences. Sustainable Multlingualism , 

102-123. 

Loh, E. K., Tam, L. C., & Lau, K.-c. (2019). Moving between language frontiers: the 

challenges of the medium of instruction policy for Chinese as a second 

language. Lang Policy, 131-153. 

Lucas, T., & Villegas, A. M. (2010). A Framework for Preparing Linguistically 

Responsive Teachers. In T. Lucas, Teacher Preparation for Linguistically 

Diverse Classrooms: A Resource for Teacher Educators (pp. 55-72). United 

States: Taylor & Francis Group. 

Machado, E., & Hartman, P. (2019). Translingual Writing in a Linguistically Diverse 

Primary Classroom. Journal of Literacy, 480-503. 

Makalela, L. (2019). Uncovering the universals of ubuntu translanguaging in 

classroom discourses. Classroom Discourse, 237-251. 

Makgabo, C., & Modise, P. M. (2020). Linguistic challenges faced by Grade 7 

Setswana learners when writing Science examination in English. Journal of 

Language Teaching, 35-51. 

Maluleke, M. (2019). Using code-switching as an empowerment strategy in teaching 

mathematics to learners with limited proficiency in English in South African 

schools. South African Journal of Education,1-9. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



100 
 

Mavengano, E., & Hove, M. L. (2020). The translingual subjects: Shaping identities 

and deconstructing rainbowism in One Foreigner's Ordeal. Literator,1-11. 

Meier, G. (2018). Multilingual socialisation in education: Introducing the M-SOC 

approach. Language Education and Multilingualism, 103-125. 

Meier, G., & Wood , A. (2021). Multilingual socialisation in education (M-SOC): 

educator engagement and potential for collective action. International Journal 

of Multilingualism, 619-633. 

Monyai, S. C. (2010). Meeting the challenges of black English second language South 

African learners in ex-model C primary schools. Pretoria: University of Pretoria. 

Myers-Scotton, C. (1997). Code-Switching. The Handbook of Sociolinguistics, 217-

237. 

Neumann, M. M., Hyde , M., Neumann, D. L., Hood, M., & Ford, R. (2011). 

Multisensory methods for early literacy learning. In G. Andrews, & D. L. 

Neumann, Beyond the Lab: Applications of Cognitive Research in Memory and 

Learning (pp. 197-216). Hauppauge, NY: Nova Science Publishers. 

Omidire, M. F. (2020). Experiencing language challenges in a rural school: 

implications for learners' life aspirations. Early Child Development and Care, 

1619-1637. 

Ovando, C., Collier, V., & Combs, M. (2003). Bilingual and ESL Classrooms: Teaching 

Multilingual Contexts. Boston: McGraw-Hill. 

Pacheco, M. B., Daniel, S. M., Pray, L. C., & Jimenez, R. T. (2019). Translingual 

Practice, Straregic Participation and Meaning-Making. Journal of Literacy 

Research, 75-99. 

Palane, N., & Howie, S. (2019). A comparison of higher-order reading comprehension 

performance for different language of instruction models in South African 

primary schools. Perspectives in Education, 43-57. 

Phajane, M. H. (2021). Languages of learning and teaching in multilingual classrooms: 

educational use of the African languages. Journal for the Education of Gifted 

Young Scientists, 47-62. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



101 
 

Probyn, M. (2019). Pedagogical translanguaging and the construction of scientific 

knowledge in a multilingual South African classroom: challenging 

monoglossic/post-colonial orthodoxies. Classroom Discourse, 216-236. 

Rahman, S. (2017). The Advantages and Disadvantages of Using Qualitative and 

Quantitative Approaches and Methods in Language "Testing and Assessment" 

Research: A Literature Review. Journal of Education and Learning, 102-112. 

Republic of South Africa (1996). South African Schools Act. Cape Town: Government 

Gazette. 

Reagan, T (2001). The promotion of linguistic diversity in multilingual settings: policy    

and reality in post-apartheid South Africa. Language Problems and Language 

Planning, 51–72. 

Richard, H. (2004). Why education needs linguistics (and visa versa). Journal of 

Linguistics, 105-130. 

Rosiers, K., Van Lancker, I., & Delarue, S. (2018). Beyond the traditional scope of 

translanguaging: Comparing translanguaging practices in Belgian multlingual 

and monolingual classroom contexts. Language and Communication, 15-28. 

Ruiz, R. (1984). Orientations in Language Planning. NABE Journal, 15-34. 

Sedgwick, P., & Greenwood, N. (2015). Understanding the Hawthorne effect. The 

BMJ. 

Shabani, K., Khatib, M., & Ebadi, S. (2010). Vygotsky's Zone of Proximal 

Development: Instructional Implications and Teachers' Professional 

Development. English Language Teaching, 237-247. 

Shinga, S., & Pillay, A. (2021). Why do teachers code-switch when teaching English 

as a second language? South African Journal of Education,17-24. 

Smagorinsky, P. (2018). Deconflating the ZPD and instructional scaffolding: 

Retranslating and reconceiving the zone of proximal development as the zone 

of next development. Learning, Culture and Social Interaction, 70-75. 

Smith, J. A. (2011). Evaluating the Contribution of Interpretive Phenomenological 

Analysis. Health Psychology Review, 9-27. 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



102 
 

Smith, M. (2011). Issues for Teaching Phonics in a Multlingual Context: A Brunei 

Perspective. South East Asia: A Multidisciplinary Journal,1-13. 

Stein, N. (2017). Language in Schools. In F. Veriava, A. Thom, & T. Fish Hodgson, 

Basic Education Rights Handbook- Education Rights in South Africa (pp. 204-

217). Johannesburg: SECTION27. 

Sung, P., & Akhtar, N. (2017). Exploring preschool teachers' perspectives on linguistic 

diversity: A Q study. Teaching and Teacher Education, 157-170. 

Taylor, S., & von Fintel, M. (2016). Estimating the impact of language instruction in 

South African primary schools: A fixed effects approach. Economics of 

Education Review, 75-89. 

van der Walt, C., & Klapwijk, N. (2015). Language of Learning and Teaching in a 

Multilingual School Environment: What do teachers think? Language Matters, 

293-318. 

van Staden, S. (2021). Editorial: Beyond language policy intention to implementation-   

Evidence of multilingualism in South African primary classrooms. South African 

Journal of Education,1-3. 

Vygotsky, L. S. (1962). Thought and language. Cambridge: MIT Press. 

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological 

process. Massachusetts: Harvard University Press. 

Webb, V., & Kriel, M. (2000). Afrikaans and Afrikaner nationalism. International Journal 

of the Sociology of Language, 19-51. 

Wei, L. (2018). Translanguaging as a Practical Theory of Language. Applied   

Linguistics, 9-30. 

Wildsmith-Cromarty, R., & Balfour, R. J. (2019). Language learning and teaching in 

South African primary schools. Language Teaching, 296-317. 

Wood, D., Bruner, J. S., & Ross, G. (1976). The role of tutoring in problem solving. 

Journal of child psychology and psychiatry, 89-100. 

 

  

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



103 
 

Appendix A: University of Pretoria Ethical Clearance letter 

 

 

 
 
 

 

©©  UUnniivveerrssiittyy  ooff  PPrreettoorriiaa  

 



104 
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Appendix C: Mpumalanga Department of Education Approval letter 
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Appendix D: Details of teacher and classroom sheet 
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Appendix E: Semi-structured interview schedule 
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Appendix F: Observation schedule 
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Appendix G: Letter of consent for Limpopo Department of Education 
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Appendix H: Letter of consent for Mpumalanga Department of Education 
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Appendix I: Letter of consent to principal 
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Appendix J: Letter of consent to teachers 
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Appendix K: Letter of consent to parents in English 
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Appendix L: Letter of consent to parents in Sepedi 
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