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ABSTRACT
The low reading proficiency of Grade 4 learners is a major concern. The use of English (an
additional language for the majority of learners in South Africa) as the language of learning
and teaching (LoLT) may have contributed to the poor comprehension skills of these learners.
The purpose of this research was to evaluate the use of translanguaging as a pedagogical
strategy to improve the reading comprehension of Grade 4 learners in a primary school in
Limpopo Province.
A mixed methods design was used for the study, which was conducted in five phases. In phase
1, 70 learners in a control group and an intervention group wrote a pre-test to determine their
reading proficiency level, as well as to establish the homogeneity of the two groups (research
question 1). In phase 2, an intervention based on a translanguaging reading instruction
programme was conducted with the intervention group. In phase 3, the learners from both
groups wrote a post-test at the end of the intervention, and the intervention group completed a
questionnaire on the integrated use of Sepedi and English. In addition, six Grade 4 teachers
from the school completed open- and closed-ended questionnaires. In phase 4, t-test analysis
of learners’ pre- and post-test results was used to determine the differences within and between
the two groups. Quantitative analysis of the learners’ questionnaire responses and the teachers’
closed-ended questionnaire responses, together with qualitative analysis of the teachers’ openended questionnaire responses, were used to answer research questions 3 and 4. In phase 5, the
results of the qualitative and quantitative analyses were integrated and evaluated to determine
the effectiveness of the intervention. While the pre-test results showed that the learners’ reading
proficiency level was below 50% for both groups, the results of the post-tests (independent and
paired t-tests with effect sizes) showed that the intervention group had improved significantly
more than the control group. The findings revealed that there was a statistically significant
difference between the two groups. The questionnaire responses also showed benefits of the
translanguaging approach, as indicated by the learners and the teachers. Based on the findings,
recommendations were made for the adoption of a translanguaging teaching approach in
schools. The dissertation concluded by showing the significance of the study, which lies in its
finding that translanguaging can be used successfully as a pedagogical strategy to improve the
reading comprehension of Grade 4 learners using Sepedi and English texts.
Keywords: translanguaging, reading comprehension, reading proficiency level, Grade 4
learners’ pedagogy
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Introduction
Introduction
The ability to read proficiently is important for successful learning. Reading underlies all forms
of academic activity and offers learners access to civic opportunities beyond schooling.
As reading is fundamental to writing (Alderson, 2000; Belcher, 1990; Butler, 2007) and writing
is the channel through which students’ academic performance is assessed, students largely
depend on proficient reading to succeed academically.
Research has shown that proficient reading leads to successful academic performance. Learners
who are proficient readers are usually more academically successful than poor readers
(Pretorius, 2002; Taylor & Yu, 2009; Boakye & Mai, 2016). However, a large majority of SA
learners have poor reading ability and struggle to read efficiently. These learners encounter
huge challenges in reading. In South Africa, the results from large-scale national systemic
literacy assessments in the first decade of this century drew attention to a literacy crisis.
Learners were found to be at least three years below their expected reading proficiency level
in both English and home languages other than English (Department of Education, 2005;
Makalela, 2012; Pretorius & Currin, 2010). Further evidence of poor literacy is shown in South
Africa’s performance in the Progress in International Reading Literacy Study (PIRLS) (Mullis,
Kennedy, Martin & Sainsbury, 2006; Mullis, Martin, Kennedy, Trong & Saisburg, 2009). The
PIRLS assesses reading comprehension at Grade 4 and 5 levels in English and other languages.
The results have consistently placed South Africa at the bottom of the low-performing countries
(Mullis et al., 2006). The results of these assessments point to the poor comprehension skills
of learners in both their home languages and English. However, for multilingual learners,
research indicates that reading in a home/first language serves as a foundation for reading in
the language of learning and teaching (LoLT). Thus, both the home language and the LoLT
may work in synergy to improve reading ability in both languages.
The use of English (an additional language for the majority of learners in South Africa) as the
LoLT has been shown to have contributed to the poor reading comprehension skills of learners
(Heugh, 2006; Howie et al, 2008; Pretorious & Machete, 2004) A number of younger learners
developed negative attitudes towards reading and writing owing to the use of English as the
LoLT, and thus avoided these crucial academic activities. The majority of learners in the lower
grades, especially those from rural areas, only start learning English at school, which creates a
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problem when they progress to Grade 4 where the curriculum shifts from learning to read to
reading to learn, and from mother-tongue instruction to English as the medium of instruction.
Learners encounter challenges in the interpretation of texts and with answering examination
questions. Thus, innovative instructional techniques/approaches are necessary to help these
learners improve their reading of academic texts and overall reading proficiency.
The use of the first language as a resource could be a possible way to address reading challenges
by allowing learners to approach reading and literacy activities from a known and comfortable
position, using their knowledge of the first language to negotiate meaning (Makalela, 2015b;
Matjila & Pretorius, 2004; Mkhize, 2016; Sefotho & Makalela, 2017; Ramani, Kekana, Modiba
& Joseph, 2008). The use of various literacy practices and repertoires in the classroom removes
the restrictions and use of restricted code, and allows learners to move back and forth between
the LoLT and a home language (HL) other than the LoLT. This practice, referred to as
translanguaging, is said to have positive effects on the learners’ cognitive development, reading
ability and identity affirmation, which consequently improves learning and fosters positive
attitudes towards reading (Makalela, 2015b). The present study therefore sought to improve
learners’ reading comprehension in both Sepedi (home language) and English (LoLT) using a
translanguaging approach.

Background
The South African Constitution (South Africa, 1996) declared eleven languages spoken in the
country as official languages and afforded every child the right to be taught in any language of
their choice, where this is reasonably practicable (Serfontein, 2013). These languages are
isiZulu, isiXhosa, isiNdebele, SiSwati, Sepedi, Sesotho, Setswana, Xitsonga, Tshivenda,
Afrikaans and English. In addition, the Language in Education Policy (Department of Basic
Education, 1997) accorded school governing bodies (SGBs) the authority to decide on the
school’s language policy, in order to promote multilingualism in learning and teaching. Parents
choose the LoLT on behalf of the learner in accordance with the Language in Education Policy
(Department of Basic Education, 1997). Despite this directive, the issue of LoLT and the use
of indigenous languages in schools still remains a point of contention. Section 29(2) of the
Constitution now specifically protects the right to receive basic education in the language of
one’s choice where this is reasonably practicable (South Africa, 1996). Evidently, the majority
of learners do the first three years of schooling (Foundation Phase) in their first language (L1)
or HL as the LoLT. English is introduced as a first additional language (FAL) in Grade 1, and
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the transition to English as the LoLT occurs in Grade 4. This means that many South African
learners have the opportunity to read texts in at least two languages—in the HL at Foundation
Phase and in English from Grade 4. The LoLT in the Foundation Phase in Maraba Circuit,
where the school in this study is based, is Sepedi, and in Grade 4 (Intermediate Phase) there is
a switch to English as the LoLT.
When learners switch from learning to read in the Foundation Phase to reading to learn in Grade
4, they also switch from learning English as a subject to using English as the LoLT, which in
a number of schools is done without proper phasing in or scaffolding. Bruner (1983) defines
scaffolding, in relation to children’s learning, as a process of setting up the situation to make
the child’s entry easy and successful, and then gradually pulling back and handing the role to
the child as he/she becomes skilled enough to manage it. It is within this context—of learners
facing challenges in reading in English owing to the lack of scaffolding, among other factors,
when English is introduced as the LoLT in Grade 4—that this study seeks to make a difference.

Reading comprehension and translanguaging
Reading comprehension (which is simply the ability to read and understand texts) and
translanguaging (which is the use of more than one language to make meaning) are briefly
discussed in this section. Both concepts are examined in greater detail in the literature review
in Chapter 2.
Reading comprehension
According to Woolley (2011), reading comprehension is the process of making meaning from
text, and the goal is therefore to gain an overall understanding of what is described in the text
rather than to obtain meaning from isolated words or sentences. Snow (2002) maintains that
reading comprehension involves the reader interacting with text to construct meaning.
Accordingly, Grabe (2009) defines it as the level of understanding of text/messages. Tompkins
(2011) concurs, and defines it as the ability to process text, understand its meaning, and
integrate it with what the reader already knows. Based on the definitions given above, reading
comprehension can be defined as the meaning-making of messages or text by the reader and
the ability to answer questions to show understanding of a passage. Pardo (2011) indicates that
once teachers understand what is involved in comprehending and how the factors of reader,
text and context interact to create meaning, they can more easily teach their learners to
comprehend effectively.
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Possible causes of poor reading comprehension of Grade 4 learners
Reading researchers identify a number of factors (e.g. cognitive, social and affective) that
influence a learner’s reading comprehension (Alderson 2000; Grabe & Stoller2002; Guthrie &
Wigfield 2000; Taylor & Yu 2009; Wigfield & Lutz 2005). Furthermore, research shows that
there are several underlying causes for poor reading comprehension. Among the reasons are
the complex process of learning to read, the type of instruction, the method for decoding, prior
knowledge and development of vocabulary (Caposey & Heider, 2003). Hausheer, Hansen &
Doumas (2011) argue that poor reading skills affect both reading fluency and comprehension
for elementary school students.
Research conducted by Klingner, Urbach, Golos, Brownell and Menon (2010) indicates that
teachers of students with learning challenges and reading problems across several states and
classroom settings had a tendency to focus on literacy skills related to phonological awareness
and decoding, and strategies related to increasing comprehension were rarely observed and
even less frequently explicitly taught. Jordai (2011) maintains that another aspect holding
students back from comprehending literature is lack of fluency, or inability to participate, in
reading behaviours such as making words, identifying words in a text, and writing words. There
is therefore a need for teachers to incorporate and teach reading comprehension strategies in
Grade 4. Although a brief overview of possible causes of poor reading comprehension has been
provided in this section, factors influencing reading comprehension will be discussed in detail
in the literature review in Chapter 2.
Translanguaging
Translanguaging is broadly defined as a pedagogical strategy that uses more than one language
simultaneously (Lewis et al. 2012; Williams 2002). The term was first coined in Welsh
“trawsieithu” by Williams (1994). It was first called “translinguifying” in English and then
translated and made popular by Baker (2001) as “translanguaging”. It refers to a pedagogical
practice that alternates the use of two languages for input and output in the same lesson
(Williams 1996). The purpose is to get information in one language and to work with that
information in the other language. According to Williams (2002), the pedagogical practice of
translanguaging works both ways, and increases comprehension in the two languages. Lewis
et al. (2012) explain that, “translanguaging” uses the stronger language to develop the weaker
one, and in this way, it implies a deep understanding of meaning, which can result in increased
proficiency in the two languages.
4
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Translanguaging is currently perceived as an approach to resolve the issue of poor reading
literacy among multilingual readers (Creese & Blackledge, 2010; García, 2009a; Makalela,
2015b). García (2009a) has introduced translanguaging as a way to represent the fluid
discursive practice of bilingual people. The pedagogical strategy labelled translanguaging
binds the two (or more) languages together to foster the dynamic and integrative use of
bilingual students’ languages (Lasagabaster & García, 2014). Lasagabaster and García (2014)
further argue that translanguaging creates a space in class where languages are smoothly
incorporated and naturally accepted as a legitimate pedagogical practice. Based on the
definition given, learners are given freedom to use their home languages, and diversity is thus
considered. In this study, I consider translanguaging as a promising strategy. According to
García & Wei (2014), not only does translanguaging promote comprehension of the content
being taught, but it reinforces the weaker language as well. The weaker language in this study
is English and the stronger language is Sepedi.
Boakye and Mbirimi (2015) argue that the use of translanguaging as a strategy for negotiating
meaning could serve as a scaffold to enhance comprehension challenges faced by learners.
Bruner (1983) defines scaffolding as a process of setting up the situation to make the child’s
entry easy and successful and then gradually pulling back as he/she becomes skilled enough to
manage it. According to the definition given, learners who are unable to comprehend what they
are reading on their own may be helped through scaffolding, using translanguaging as a
teaching approach to allow learners to read independently. Furthermore, Makalela (2015b)
defines translanguaging as a pedagogical practice in which learners are required to alternate
between languages for the purposes of reading, writing and acquiring knowledge. According
to this view, translanguaging allows learners to be free and actively involved in learning.
García (2009a) argues that translanguaging is indeed a powerful mechanism to construct
understandings, to include others, and to mediate understanding across language groups.
Furthermore, García (2009a) views translanguaging as an approach to bilingualism that is
centred not on languages, but which is interpreted, understood and practised in schools as a
means to enhance learners’ cognitive, language and literacy abilities. According to this
definition, translanguaging helps to promote bilingualism and gives indigenous languages a
chance to be used in education and to help learners understand concepts better. It also fosters
an understanding and acceptance of linguistic differences.
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The aim of translanguaging is not only to help learners understand words, phrases and
sentences during reading and learning in two languages, but also to use both languages to help
them learn concepts and facilitate cognitive development. The thinking underlying
translanguaging is that when all the languages present among the learners are used, the quality
and depth of learning and reading will improve. In addition, the learner will grasp concepts
better, participate more fully and master the content.
It is against this background that the study seeks to investigate translanguaging as a teaching
approach for reading development in Grade 4 classrooms.

Problem statement
Various studies and assessments of South African learners show poor reading proficiency
levels. Studies conducted by the Department of Basic Education (DBE) (2013) and other
external agencies such as the International Association for the Evaluation of Educational
Achievement (IEA) (Howie et al., 2008) and the Southern and Eastern Africa Consortium for
Monitoring Education Quality (SACMEQ II) confirm the lower levels of literacy among South
African learners (Murimba, 2005). These assessments show that the learners perform poorly at
tasks related to reading.
The results of these assessments showed that learners were struggling to read and comprehend
test questions (Cromley, 2009). In particular, learners seemed to struggle with fluency,
vocabulary and comprehension. Makalela’s (2012) study on the reading proficiency of learners
in schools around Polokwane found that the learners had low reading proficiency in both
English (the LoLT) and Sepedi (their home language).
The 2016 PIRLS results also showed that eight out of ten South African learners cannot read
for meaning. In essence, 75% of Grade 4 learners cannot read for meaning in any language. A
report by the Minister of Education on the SA 2016 PIRLS results showed low reading levels
among learners in all provinces, with Limpopo Province having the highest percentage (90%)
of learners with low reading proficiency (Howie, Van Staden, Tshele, Dowse & Zimmerman,
2012). In addition, South African Grade 4 learners achieved an average score of 253 in the
PIRLS, which was far below the fixed international score of 500 (Howie et al., 2012). These
results point to extremely low reading comprehension ability, which requires serious
interventions using various pedagogical strategies or approaches.
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The learners’ poor literacy results and generally low academic performance in various tests
have been attributed to a number of factors, including teachers’ competence in teaching reading
comprehension, the school environment, poor home conditions, and, in particular,
inappropriate teaching methods and approaches to teaching reading in general (Howie et al.,
2017; Greaney, 1996).
The transition from Grade 3 to Grade 4, where there is a switch to using English as the LoLT,
contributes to learners’ poor reading comprehension, as I have experienced in 24 years of
teaching (14 years in Grade 3 and 10 years in the Intermediate Phase—Grade 4 to Grade 6).
There is, therefore, a need to find effective ways to improve learners’ reading comprehension,
especially at the Grade 4 level. The study thus aims to use translanguaging as a scaffold to
improve the reading proficiency of Grade 4 learners in both Sepedi (HL) and English (LoLT)
and to evaluate its effectiveness. In particular, the intervention attempts to use translanguaging
to improve the reading comprehension of Grade 4 learners in a rural school.
The study intends to evaluate an intervention to improve learners’ reading comprehension
using both Sepedi and English as interdependent languages in meaning-making, which is
necessary due to learners’ poor performance under the current monolingual approach and the
haphazard code-switching method occasionally used by teachers.

Gaps in existing research
Despite the fact that, after the advent of democracy in 1994, the South African Constitution
(South Africa, 1996), the Language in Education Policy (Department of Basic Education, 1997)
and the Pan South African Language Board (PanSALB) denoted eleven official languages,
which were supposed to receive equal status (Ntsoane, 2005), none of the nine indigenous
African languages is officially used as the LoLT from Grade 4. In addition, learners’ existing
skills and literacy practices in their various languages are not acknowledged by their teachers
in school. Yet the country’s Constitution advocates for multilingual education. Although some
rural schools have teachers code-switching between English and the home language in teaching
and learning, this is done as a result of their low proficiency in English, and in a haphazard
manner; consequently, this switching between languages does not provide learners with
successful and systematic learning. Learners continue to face challenges in reading and
learning in the LoLT, especially from Grade 4, when they are supposed to move from learning
to read to reading to learn.
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While extensive research has been conducted on improving learners’ reading proficiency in
English (e.g., Howie et al., 2012), very little is known about using translanguaging as a
pedagogical approach to improve the reading proficiency of learners in both their home
languages and English. In order to fill this gap of knowledge in the field and deepen our
understanding of multilingual reading processes in the foundation years, there is a need for a
study of this nature to push the boundaries of knowledge and advance successful reading in
more than one language at the same time.
Research on reading comprehension in primary schools is limited, and that on Grade 4 in
relation to intervention is non-existent. Although Makalela (2012) has done some work using
Grade 5 learners, attention has not been given to Grade 4 learners.
There is a need to examine learners in Grade 4 due to the increasing number of learners who
cannot read with understanding at the Grade 4 level and the fact that emphasis is shifted from
learning to read in Grades 1 to 3, to reading to learn in Grade 4.
The aim and objectives of the research are identified, and the research design for investigating
translanguaging as a pedagogical strategy to improve the reading comprehension of Grade 4
learners, as well as designing and testing an intervention for the target group at Paxana Primary
School, are briefly outlined below.

Research questions, objectives and hypotheses
This section presents the research questions, the aims and objectives, and the hypotheses.
Research questions
In relation to the issues discussed above, five research questions were formulated for the
purpose of the study.
1. What is the reading proficiency level of the cohort of Grade 4 learners?
2. What translanguaging teaching approach can be used to improve Grade 4 learners’
reading comprehension of Sepedi and English texts?
3. What are learners’ views on the integrated use of Sepedi and English to improve their
reading comprehension in English and Sepedi?
4. What are teachers’ opinions on the use of translanguaging as a pedagogical approach
to improve learners’ reading comprehension of English and Sepedi texts?
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5. How effective is the use of translanguaging as a pedagogical strategy to improve
learners’ reading comprehension in both English and Sepedi?
Aim and objectives of the study
The aim of the research project on which I report in this dissertation was to evaluate the use of
translanguaging as a pedagogical strategy to improve the reading comprehension of Grade 4
learners at Paxana Primary School in Maraba Circuit, Limpopo Province. The main objectives
in relation to the aim of the study are:
1. To determine the reading proficiency level of the cohort of Grade 4 learners
2. To outline a reading intervention using both Sepedi and English in a translanguaging
approach to instruction
3. To investigate learners’ views on the integrated use of Sepedi and English to improve
their reading comprehension of English and Sepedi texts
4. To investigate teachers’ opinions on the use of translanguaging as a pedagogical
approach to improve learners’ reading comprehension of English and Sepedi texts
5. To determine the effectiveness of translanguaging as a pedagogical approach to
improve learners’ reading comprehension in both English and Sepedi
Hypotheses
Research questions 1 and 5 can be formulated as testable hypotheses:
Hypothesis 1 (RQ1): The reading proficiency level of the cohort of Grade 4 learners would be
below the required standard and would be the same for both intervention and control groups.
Hypothesis 2: The main hypothesis of the study relates to Question 5: that the use of
translanguaging as a pedagogical approach will improve the reading comprehension of Grade
4 learners in Sepedi and English, and would therefore be an effective approach.
The remaining questions, question 2, 3 and 4, are descriptive research questions.

Methodology
The research design, research procedure and other methodological aspects of the study are
briefly discussed in this section, with a detailed discussion following in Chapter 3.

9

© University of Pretoria

Research design
A mixed methods design was used for the research project. The main method of analysis was
quantitative, with qualitative methodology added to gain greater insight. This type of mixed
methods design can be characterised as convergent parallel mixed methods (Bryman, 2006).
According to Creswell and Plano Clark (2011), a mixed methods approach provides a better
understanding of research problems than either approach alone. This gives the researcher an
opportunity to obtain a greater insight into the issue under investigation.
More details about the participants, instruments and procedures will be provided in Chapter 4.
Participants
McMillan and Schumacher (2001) define population as a group of elements of cases that
conform to specific criteria. It is intended that the results of research be generalizable. In this
study, the participants are members of a primary school in Maraba Circuit, Capricorn South
District in Limpopo Province. The participants are 70 Grade 4 learners split into two groups:
one consisting of 25 boys and 10 girls (Grade 4A), and the other consisting of 20 girls and 15
boys (Grade 4B).
Instrument
The main instruments for the study are the 2014 ANA test (in the public domain) and the
questionnaires (open-ended and closed-ended) compiled by the researcher.
Research procedure
The study was organised in five phases:
Phase 1: Obtaining and analysing data to determine the reading proficiency level and
homogeneity of the two groups of Grade 4 learners from the ANA test to answer research
question 1
Phase 2: Using the results from phase 1 and the theoretical discussion in the literature review
to inform the write-up of a translanguaging reading instruction programme to answer research
question 2
Phase 3: Conducting an intervention based on the reading instruction programme
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Phase 4: Finding out teachers’ opinions (closed- and open-ended questionnaires) and learners’
views (closed-ended questionnaires) on the use of Sepedi and English (translanguaging) as a
teaching approach to answer research questions 3 and 4, as well as conducting a post-test for
both the intervention and the control
Phase 5: Analysing quantitative data (pre- and post-tests) using t-test and closed-ended
questionnaires using descriptive analysis. Analysing qualitative data through content analysis
to evaluate and draw conclusions from the results of the quantitative and qualitative data, first
separately and then in relation to each other in answer to question 5
Phase 1: Pre-test phase (question 1)
In this phase, the ANA test was written by 70 Grade 4 learners. The test comprises eight
questions on sequencing of events and four reading comprehension questions. ANOVA was
used to analyse the test results to determine the reading proficiency level of the cohort of Grade
4 learners.
Phase 2: Intervention phase
The results from phase 1 and the theoretical discussion in the literature review were used to
structure a translanguaging reading instruction programme, which was administered to the
intervention group (Grade 4B).
Phase 3: Teachers’ opinions and learners’ views
Descriptive analysis was used to analyse the quantitative closed-ended questionnaire data, and
content analysis was used to analyse the qualitative open-ended questionnaire data, in order to
find out the teachers’ opinions and learners’ views on the integrated use of Sepedi and English
to improve reading comprehension.
Phase 4: Analysing pre- and post-intervention results
In order to determine the reading proficiency levels of the learners after the intervention, and
the effectiveness of the intervention programme, quantitative analysis using t-test was
conducted on the learners’ pre- and post-intervention ANA test results.
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Phase 5: Evaluation and conclusion
In order to determine the effectiveness of the intervention programme using a translanguaging
approach, the quantitative qualitative data were integrated. The effectiveness of
translanguaging as a pedagogical strategy to improve learners’ reading comprehension was
evaluated and conclusions drawn.
The detailed research design of the study, population, methods of data collection, as well as
ethical issues are discussed in Chapter 3. The specific details of the intervention are also
outlined in Chapter 3.

Conclusion
This chapter has set the focus of the study. It has discussed the background to the study; the
research problem of Grade 4 learners’ poor reading comprehension and the possible reasons
for the identified reading shortfalls; the aim, objectives and hypothesis of the study; and the
methodological aspects. It has also briefly outlined the concept of reading comprehension and
translanguaging as a pedagogical strategy to improve reading comprehension. The next chapter
discusses the relevant literature in relation to the study

Structure of the thesis
Chapter 1 provides a brief overview of the research, presenting the research problem, research
questions and a brief introduction to the methodology. The literature review, which is provided
in Chapter 2, discusses relevant theories of reading, reading comprehension, factors influencing
reading comprehension, translanguaging as a pedagogical strategy and the theoretical
framework. Chapter 3 provides detailed information on the research methodology. Chapter 4
presents the quantitative and qualitative data and discusses the results. Chapter 5 discusses
integration of the quantitative and qualitative data for validation and differences, and concludes
the dissertation by evaluating the extent to which the research questions have been answered,
as well as providing recommendations and the limitations of the study. The following chapter
focuses on models of reading, reading comprehension and translanguaging.
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Literature review
Introduction
This section will provide a discussion of the related literature. First, theories of reading will be
explained, followed by an explanation of what constitutes reading comprehension and the
factors influencing it. Thereafter, translanguaging as a pedagogical approach to teaching is
discussed. The chapter concludes with a theoretical framework of Cummins’ (2000) dual
iceberg theory.

Reading theories
Various reading models have attempted to explain the reading process. The three main models
that have been used to explain reading are the bottom-up, top-down and interactive models,
which are explained below. However, the models represent metaphorical generalisation that
stems from comprehension research conducted over the past three decades (Grabe & Stoller,
2011). Grabe and Stoller (2011) argue that these models serve a useful purpose as an initiation
into thinking about reading comprehension, but do not take into account more recent research
advances.
Bottom-up approach
The bottom-up approach, predominant from about 1950 to 1965 (Alexander & Fox, 2008),
emphasises skills and explains reading as decoding of individual sounds to derive the meaning
of words. This approach is associated with behaviourism and with ‘phonics’ approaches to the
teaching of reading (Alderson, 2000; Alexander & Fox, 2008). It describes the word-by-word,
sentence-by-sentence patterning of the text by the reader to create meaning. The bottom-up
model is also referred to as stimulus- or text-driven processing (Lovrich, 2006). Advocates of
bottom-up processing, such as McKenzie-Brown (2006), believe language relies heavily on
decoding the sounds and letters of a language into words, clauses and sentences. As argued by
Brunfaut (2008), the bottom-up theory does not cover the full picture of the reading process.
Furthermore, Lovrich (2006) maintains that during bottom-up processing of a word, the
orthography and phonology of the word is noticed.
The bottom-up theory states that a reader will build their understanding from the individual
letter and word combination in the text. Therefore, the reader must look at the details of the
text to figure out what the individual letters and words mean. Bottom-up models suggest that
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all reading follows a mechanical pattern in which the reader creates a piece-by-piece mental
translation of the information in the text, with little interference from their own background
knowledge (Grabe & Stoller, 2011). Bilokcuoglu (2012) argues that texts are constructed from
the smallest to the largest units of letters, words, phrases, clauses, sentences and texts, in
collaboration with grammatical knowledge. On the other hand, Liu (2010) maintains that the
emphasis of this approach is on texts that are written or printed, and claims that meaning is the
result of a process in which reading proceeds from part to whole. Furthermore, Skudiene (2002)
contends that the disadvantage of the bottom-up approach is that it cannot be used at the level
of advanced language learners because learners have the capability to decode graphical input
automatically. Another shortfall is that if too much cognitive energy and processing time is
taken up by decoding of words, there is little memory and attentional capacity for
comprehension.
Top-down model
In view of the inadequacies of the bottom-up approach, the top down approach to reading
became predominant between 1966 and 1975 (Alexander & Fox 2008). Liu (2010) referred to
the top-down reading theory as concept-driven. As a response to the need for an alternative
approach in place of bottom-up processing, the top-down reading theory emphasises what the
reader already knows about the topic of the text. During top-down processing of a word, lexical
knowledge can be used to identify the incoming word as it is connected to knowledge of other
related words or concepts (Lovrich, 2006). The top-down theory posits that reading is primarily
directed by reader goals and expectations (Grabe & Stoller, 2011). According to this theory of
reading, the reader creates meaning and understanding by activating their background
knowledge. Grabe and Stoller (2011) further ague that inferencing is a prominent feature of the
top-down theory.
Advocates of the top-down theory, including Lovrich (2006) and Stanovich (1986), argue that
background knowledge, previous experience of a situation, context, and topic play primary
roles in comprehension. Boakye (2012) explains that the emphasis of the top-down model is
on the construction of meaning. In order for the readers to achieve comprehension, they have
to construct and reorganise a text mentally, linking new information to that which already exists
in memory and forming new, coherent mental pictures. The understanding here is that the mind
is the engine to facilitate the addition of new information to that which the reader already has.
For example, Skudiene (2002) examined which model of reading (top-down or bottom-up) is
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emphasised during pre-, during-, and post-reading activities for intermediate English language
learners. The results of this research exhibited that most of the pre-reading and during-reading
activities were based on top-down theory. In the top-down reading model, the emphasis is
placed on the learner’s engagement with the text, and the goal of the model, as explained, is to
enable active reading. The study will use the top-down approach to generate meaning by using
the knowledge learners have acquired to make predictions based on the title of the
comprehension passage.
Interactive model
In search of a more appropriate teaching approach that can account for what occurs during the
reading process, the interactive reading theory was introduced. Rumelthart (1985) defines this
approach as a combination of top-down and bottom-up processing in which both data-driven
sensory information and non-sensory information are processed simultaneously. Abraham
(2002) states that an interactive approach demands that teachers activate the students’ schema
during the pre-reading phase by helping them to recognise the knowledge that they already
have about the topic of a text. Grabe and Stoller (2011) argue that the compromise to satisfy
everyone seems to be to propose interactive models of reading, again as a general metaphorical
explanation, and behind this view is that one can take useful ideas from the bottom-up
perspective and combine them with key ideas from a top-down view.
Dong (2018) contends that the interactive theory is superior to the first two theories in that it
covers both perspectives and better reflects the nature of reading and the reading process. The
interactive theory states that both the bottom-up theory and the top-down theory interact to
give the reader a prediction about the text. When a reader does not form an immediate
prediction, he/she reads more closely, using bottom-up processing. The theory also assumes
that the reader eventually settles upon an interpretation of a text using a combination of lowerlevel comprehension skills and a variety of higher-level comprehension skills.
An interactive model of reading comprehension has the reader building their understanding
by using their previous knowledge about the topic and the clues from the text together. When
learners can use all forms of knowledge at their disposal to read, their understanding of a text
will be richer than if they solely depend upon the text. Both bottom-up, lower-level decoding
skills and top-down, higher-level comprehension, as well as extralinguisitc elements, interact
to produce successful comprehension of texts. This interaction is extensively described by
Grabe and Stoller (2011), as illustrated in Table 2.1 and explained below.
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The interactive theory of reading is considered the most comprehensive description of the
reading process. It combines elements of both bottom-up and top-down reading
simultaneously. For example, learners may begin reading a text using top-down strategies to
comprehend the text, and then shift to bottom-up strategies when they encounter unfamiliar or
difficult words. The learners then use bottom-up strategies to decode the new word before
reading further. Interactive recognition of letters (bottom-up processes) leads to recognition of
words, which leads to comprehension (bottom to top). Top-down processes can influence
lower-level processing strategies, affecting readers’ expectation about words and meanings and
thus helping them recognise words faster (top to bottom), whereas the bottom-up approach
assumes that the initiation of higher-level processes, such as the use of background knowledge,
should await lower-level decoding processes.
The inadequacies of both bottom-up and top-down approaches indicate that an explanation of
reading cannot be obtained by any one plausible theory. Instead, an explanation of reading that
integrates both approaches seems to be a more plausible model.
In this study, learners will read a text using top-down strategies to comprehend the text, and
they will shift to a bottom-up approach when they encounter difficult or unfamiliar words;
therefore, the elements of bottom-up and top-down approaches will be combined. From the
perspective of the interactive model, the researcher will use both bottom-up and top-down
approaches to help learners understand the text during the intervention. The learners will use
their knowledge of the genre to predict what will be in the text. The interactive approach will
therefore be used for the intervention as learners will use background knowledge, expectations,
assumptions, and questions and engage in pre-reading strategies, such as previewing the text
and predicting and activating knowledge. Learners become more capable of engaging in
abstract and logical thought as well as gaining more in reading comprehension when they read
interactively.

Reading process
In relation to the discussion on reading theories, this section presents the actual processes of
reading. According to Grabe and Stoller (2011), the actual process of reading involves both
lower-level and higher-level processing. The lower-level processes translate the written code
into meaningful language units, while the higher-level processes combine these units into
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meaningful and coherent mental representation. The process described by Grabe and Stoller
(2011) is illustrated in Table 2.1 below.
Table 2.1: Working memory processes for reading (Grabe & Stoller, 2011:14)
Lower-level processes

Higher-level processes

Lexical access

Text model of comprehension

Syntactic parsing

Situation model of reader interpretation

Semantic proposition formation

Situation model of reader interpretation
Executive control processes

Lower-level processing
The most fundamental requirement for fluent reading comprehension is rapid and automatic
word recognition (or lexical access—the calling up of the meaning of a word as it is
recognised). Fluent L1 readers can reorganise almost all of the words they encounter (98–100%
of all words in a text), at least at some basic meaning level. They also recognise four to five
words per second (Pressley, 2006). Furthermore, Grabe (2009) argues that for fluent readers,
lexical access is automatic and very fast. It cannot be readily reflected on consciously and it
cannot be suppressed, meaning that when the eyes see a word, the reader cannot stop
themselves from accessing meaning. This generates automaticity.
In addition to word recognition, Grabe and Stoller (2011) argue that a fluent reader is able to
take in and store words together so that basic grammatical information can be extracted (a
process known as syntactic parsing) to support clause-level meaning. They further contend that
syntactic parsing helps to disambiguate the meanings of words that have multiple meanings out
of context, and moreover, it helps a reader to determine what pronouns the definite articles
refer to in prior text. A third process that starts up automatically as we begin any reading task
is the process of combining word meaning and structural information into basic clause-level
meaning units (semantic proposition formation).
The three processes discussed above—that is lexical access or word recognition, syntactic
parsing and semantic proposition formation—are typically seen as lower-level processes that
occur relatively automatically for the fluent reader (Grabe & Stoller, 2011).
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Lower-level processes such as decoding undergo tremendous changes in early childhood and
typically become more automated during the first grades of elementary school (Kendeou,
Papadopoulos, & Spanoudis, 2012). Grabe and Stoller (2011) identify the importance of
proposition meaning units in the building of a text’s main idea to gain comprehension. In
addition, Hannon (2012) and Perfetti and Adlof (2012) argue that lower-level processes include
fast, automatic lexico-syntactic processing. Moreover, the automatisation of letter–sound
relations is the foundation of all alphabetic reading and supports syllabic reading systems as
well (Chow, McBride-Chang & Burgess, 2005; He, Wang & Anderson, 2005). Research on
reading has shown that beginning readers need to establish strong linkages between
orthographic forms and the sounds of the language (Ehri, 2006; Cain & Oakhill, 2012; Rayner,
Pollatsek, Ashby & Lofton, 2012).
Higher-level processing
Higher-level processes involve the coordination of ideas from a text that represent the main
points and supporting ideas to form a meaning representation of the text (i.e. a text model of
reading comprehension). On the other hand, as the reader continues processing text information
and new meaning units are added, those ideas that are used repeatedly and that form usable
linkages to other information begin to be viewed as the main ideas of the text. More technically,
they become, and remain, more active in the network (Grabe & Stoller, 2011). Background
knowledge plays a supporting role and helps the reader anticipate the discourse organisation of
the text as well as disambiguate word-level and clausal meanings as new information is
incorporated into the text model (Grabe & Stoller, 2011).
At the same time that the text model of comprehension is being built by the reader, the reader
begins to project a likely direction that the reading will take. This projection is influenced by
background knowledge, inference, reader goals, reader motivation, task, text difficulty, and
reader attitudes towards the text, task and author. Immediately, the reader begins to interpret
the information from the text in terms of their own goals, feelings and background expectations.
This reader interpretation (the situation model of reader interpretation) is built on and around
the emerging text model (Grabe & Stoller, 2011).
These higher-level processes interact in more complex ways and require higher cognitive
abilities. The text model of comprehension is essentially a linguistic one, whereas the
situational model involves extralinguistic elements (Grabe & Stoller, 2011).
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Text-model and situation-model construction require the abilities to oversee or monitor
comprehension, use strategies as needed, reassess and re-establish goals and repair
comprehension problems. How such an attentional monitor (an aspect of executive control
processing in working memory) might operate cognitively is not entirely clear (Grabe &
Stoller, 2011).
The working memory processes for reading comprehension fall into two categories: lowerlevel processes that involve translating the written code into meaningful language units, and
higher-level processes that involve combining these units into a meaningful and coherent
mental representation (Kendeou & Trevors, 2012; Van den Broek & Espin, 2012; Van den
Broek, Rapp & Kendeou, 2005). Furthermore, both lower-level and higher-level processes of
reading comprehension begin to develop before reading education starts, and they
independently predict reading comprehension ability at a later stage (Kendou, Van den Broek,
White & Lynch, 2009).
Higher-level processes involve the coordination of ideas from a text to form a meaning
representation of the text. On the other hand, background knowledge, inferencing, reading
goals, reader attitudes, reader motivation and strategies for text and task difficulty are used for
the interpretation of the text (the situational model of reader interpretation) (Grabe & Stoller
2002). Higher-level processing involves extracting explicit and implicit information from the
text and integrating this text-based information with prior knowledge (Hannon, 2012).
Higher-level processing is not better, or more difficult; it is just that it is closer to conscious
introspection on the part of the reader. Overall, comprehension of a text is created when the
reader builds a semantic network of ideas drawn from the text to form a text model
comprehension (Kintsch, 2012). Kintsch (2012) maintains that the text model of
comprehension requires that semantic information from clause-level processing be combined
in a network of central ideas and references that recur in the text. He further explains that the
situational model is built upon the text model to establish what the reader decides is necessary,
relevant, appropriate and useful. The active reader interprets the text to decide what it should
mean to them, and that interpretation is the information that is stored in long-term memory as
learned information.
Learners are expected to integrate and combine aspects of the text model and the situation
model when engaging in reading comprehension. Incorrect or incomplete background
knowledge could affect interpretation of text. In the context of the situation model of reader
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interpretation, low motivation could also lead to shallow processing. It is therefore essential
for all the aspects to be present. Besides the linguistic text model and the extralinguistic
situational model for higher-level processes, executive control processes (e.g. metacognitive
strategies) are used to oversee or monitor comprehension. Strategies, reassessment and
reestablishment of goals are used to address problems with comprehension. In effect, executive
control processes are used to assess understanding of a text and evaluate the level of
comprehension.

Reading comprehension
According to Woolley (2011), reading comprehension is the process of making meaning from
text, and the goal is therefore to gain an overall understanding of what is described in the text
rather than to obtain meaning from isolated words or sentences. Furthermore, Veeravagu
Muthusamy, Marimuthu and Subrayan (2010) defined reading comprehension as a thinking

process by which a reader selects facts, information, or ideas from printed materials; determines
the meanings the author intended to transmit; decides how these meanings relate to previous
knowledge; and judges their appropriateness and worth for meeting the reader’s own
objectives. Grabe (2009) defines reading comprehension as the ability to process text,
understand its meaning and integrate this with what the reader already knows. Another
definition is that reading comprehension is a complex interaction among automatic and
strategic cognitive processes that enables the reader to create a mental representation of the text
(Van den Broek & Espin, 2012). According to Babayiǵit and Stainthorp (2011), vocabulary
knowledge can influence reading comprehension in two ways: by directly affecting it through
its effect on the semantics of the text, and indirectly through its effect on reading skills.
Sadeghi (2007) considered reading comprehension in relation to two main factors: internal and
external. Internal factors related to the reader included cognitive abilities and strategies,
background knowledge and affective characteristics. External factors included text modality,
text characteristics, time and place of reading. Roe and Smith (2012) conceptualised reading
comprehension as an act of general and specific communication which involves literal and
higher-order comprehension. Pardo (2011) indicates that once teachers understand what is
involved in comprehending and how the factors of reader, text and context interact to create
meaning, they can more easily teach their learners to comprehend effectively.
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Based on the above information, reading comprehension can be defined as the ability to read
with understanding, a way of interpreting the meaning of the content and gathering information,
as well as the ability to comprehend what is read. The above definitions emphasise thinking
while reading. In other words, the reader applies their mind while reading for meaning. A clear
explanation of what reading entails is important for reading instruction so that reading lessons
can be undertaken appropriately and effectively to promote meaningful reading by learners.
The importance of addressing the challenges of learners’ reading literacy development and
teachers reading instruction has been disclosed by a small number of studies outlining South
African learners ‘poor performance in small –scale, national and regional literacy assessment.
(Department of Education (DoeE), 2003; Moloi & Strauss; 2005; Pretorious & Mmapuru,
2007.) The severity of the situation was emphasised by the South African learner achievement
results from PIRLS 2006, implemented for the first time in South Africa during 2005 with a
sample of Grade 4 and Grade 5 learners. The results indicated that learners in both grades were
battling to develop the reading literacy competencies to make a successful transition to reading
to learn in the latter primary school years (Howie, Venter, van Staden, Zimmerman, Long, Du
Toit. Scherman V & Archer, 2008).
South Africa participated in the PIRLS again in 2011; this time with the majority of the sampled
Grade 4 South African learners completing a new assessment known as prePIRLS 2011.
PrePIRLS is a shorter, easier test at a lower level of cognitive demand. The South African
Grade 4 learners still performed at a lower level overall on an easier assessment in comparison
to their counterparts internationally (Howie, Van Staden, Tshele, and Dowse & Zimmerman
2012.)
In South Africa there has been a need in research outlining primary school teachers’ reading
literacy teaching practices especially in the Intermediate Phase. O’ Sullivan (2003) argues that
the literature on teaching reading to young learners in developing countries is limited. Perry
(2008) verifies this by stating that although literacy development in early schooling in Africa
has received increased attention from scholars, it is still under-represented in the scholarly
literature. In this study the teaching strategy in reading comprehension is discussed to address
the reading proficiency level of the cohort of Grade 4 learners.
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Reading comprehension and metacognition
Metacognition is an essential factor that influences both overall learning and second language
learning. Studies of children’s reading and metacognition (planning and reviewing of
strategies) suggest that skilled readers are dynamic readers who predict what is going to happen
in the text. It is asserted that when readers predict before reading, they activate past memories
and experiences and test themselves as to whether they have sufficient knowledge about the
present topic in order to comprehend the text (Dole, Duffy, Roehler & Pearson, 1991; Glazer,
1994). Prediction strategies help promote overall story understanding and engagement with the
text information during reading and enable readers to verify their understanding of the text
(Block, 2004: Pearson & Duke, 2002).
Readers usually verify their prediction by monitoring meaning and occasionally employing fixup strategies, such as returning to previously read passages or reading on when their predictions
of events within the text fail to materialise (Kintsch, 1992; Zinar, 2000). Regarding
metacognition, Alderson (2000) states that self-regulation strategies like planning ahead,
testing one’s own comprehension, and being aware of and revising the strategies being used
are also typical reading strategies of fluent readers. He concurs with Grabe (1991) that
metacognitive strategies are used by fluent readers and that these strategies play a significant
role in reading comprehension. In a similar vein, McNeil (1987:104) states that metacognition
refers to one’s awareness of what one’s purposes for reading are, how to proceed in achieving
these purposes, and how to regulate one’s progress through self-checking of comprehension.
Furthermore, Anderson (1999) argues that whereas an efficient approach to tasks is in a more
active, strategic, and flexible fashion, poor readers’ passivity is reflected in their lack of
prediction and monitoring activities. It seems therefore that an inability to use metacognition
or executive control processes in reading will lead to poor reading comprehension.
Teachers may support this verification process by asking questions such as ‘What clues helped
you make this prediction?’ After the story is finished, readers may be asked, ‘What part of your
prediction came true?’ These types of questions can become a framework to model the
questioning so that readers can eventually internalise self-questioning and self-monitoring
strategies. There is evidence that self-questioning strategies help students to develop
metacognitive skills by monitoring their own responses (Block, 2004; Pressley, 2002).
According to Livingston (2003), metacognition refers to higher-order thinking that involves
active control over the cognitive processes engaged during learning. On the other hand, Wong
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(2015) defines it as the process of understanding how you learn, what you need to learn, and
finally, which strategies or techniques would be the most effective and the best matched to the
learning task. Furthermore, Vandergrift, Goh, Mareschal and Tafaghodtari (2006) state that
metacognition is basically both self-reflection and self-direction.
Readers have relative difficulty detecting coherence breaks in texts, which ultimately may
result in less coherent mental representation of texts (Cain & Oakhill, 2007). For example,
during reading, the ability to derive meaning is normally enhanced when there is a reduction
in the cognitive load of a reader’s reading memory and the reader can decode the words and
phrases fluently and bring meaning to the unfamiliar vocabulary encountered (Daneman &
Green, 1986; Manset-Williamson & Nelson, 2005; Pressley, 1988). According to BoulwareGooden, Carreker, Thornhill and Joshi (2007), the use of metacognitive strategies helps
students to think about their thinking before, during, and after they read.
In the current study, learners in the intervention group were made to predict in order to achieve
comprehension. The purpose of the prediction was to enable the learners to think about the text
during the pre-reading, during-reading and post-reading stages. High-order and low-order
questions were used to facilitate comprehension. Metacognitive skills were ignited in the
learners so that they could detect the problems they encountered while reading and to enable
them to monitor their understanding, as the objective in this study was for learners to
comprehend what they read, i.e. to read with understanding. Metacognition relates to cognitive
strategies that focus on the reader’s ability to sequence, establish whole partnerships, compare
and contrast, determine cause and effect, summarise, as well as hypothesise and predict. It also
enables the reader to select and extract relevant points from texts, as well as infer and conclude
from texts (Fontanini, 2004; Urquhart & Weir, 1998). These abilities are required in reading,
and comprehension involves the reader’s ability to monitor these processes, hence the
importance of metacognition in reading comprehension.
Factors influencing reading comprehension
Reading researchers identify a number of factors (social and affective) that influence learners’
reading comprehension.
Social aspects
Reading is perceived as a social activity by many reading researchers (e.g. Gee, 2008; Street,
2001; Verhoeven & Snow, 2001). Verhoeven and Snow (2001) perceive reading as a cognitive
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activity and a social practice. The social view of reading is based on social constructivist views
of learning, which emphasise the importance of culture and identity as expressed in social
norms, rules and understanding (Boakye, 2012). Woolley (2011) argues that learners are
shaped by their social identity and that they bring this to a learning activity. The claim is that
the reader’s cultural values and social environment influence their comprehension of the text.
Social factors such as early interaction with reading, literacy interactions with family members
and the literacy activities of significant others (i.e. social literacy) and educational factors such
as the school literacy environment and literacy instruction have been identified as important
for developing reading proficiency (Currin & Pretorious, 2010; Taylor & Yu, 2009).
A number of researchers, such as Boakye (2017), Bus (2001), Dӧrnyei and Ushioda (2010),
Guthrie and Wigfield (2000) and McKenna (2001), argue that significant adults, such as parents
and teachers, greatly influence learners’ literacy activities. Bus (2001) found that children who
interact with parents become better readers than those who have little interaction. Also,
interaction with family members who read tends to have a positive influence on learners’
reading behaviour, attitude and reading habits, which assists in improving and developing their
reading proficiency. At the school level, appropriate reading instruction in a print-rich
environment instils reading motivation and propels students to read frequently. Boakye (2012)
agrees, and argues that the home environment, family and social community of which an
individual is a part influence their reading behaviour and reading development. She points out
that the home environment exerts a great influence on learners’ reading ability. In other words,
homes that are print-poor have adverse effects on learners’ reading habits, as children from
print-poor homes are not consistently exposed to printed material and have limited exposure to
print before starting school. Wigfield and Asher (1993) argue that social factors such as
parental interaction in the home environment play a critical role in determining children’s
achievement and performance in school.
Affective aspect of reading comprehension
In addition to the social aspects, the reader’s affect also influences their reading
comprehension. As explained by Guthrie (2008), aspects such as motivation and attitude play
an important role in reading comprehension. Learners with low self-esteem may be afraid to
attempt a reading task as they are sure that they will fail. According to Grabe and Stoller (2002),
the affective dimension is pertinent to reading comprehension as it contributes to the learner’s
willingness to read frequently and to become involved in the reading. Affective factors such as
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motivation, interest and attitude have been discussed as important in reading development
(Boakye, 2017; Boakye, Somerville & Debusho, 2014; Grabe & Stoller, 2002; Guthrie, 2008).
The affective dimension is considered important because it drives the cognitive (Alvermann,
2002). As Guthrie and Wigfield (2000) intimate, people read not only because they have the
ability to read but because they are motivated to do so.
Alvermann, Phelps and Ridgeway (2007) point out that feelings, attitudes, motivations,
interests and other affective responses of the reader are used in interacting with text. According
to these advocates, the affective responses are crucial for reading development.
According to the theory of Reasoned Action, as explained by Al-Suqri and Al-Kharusi (2015),
one factor that has a bearing on learner performance is attitude. According to this theory, the
act of believing that one can perform a task can result in a positive outcome. In other words, a
positive attitude can result in better performance because when an attitude is formed, it can
shape the way learners think, feel, understand and behave.
Reading motivation
Motivation is usually associated with goals, values and beliefs (Deci & Ryan, 2000). Based on
this, Guthrie and Wigfield (2000: 405) define reading motivation as “the individual’s personal
goals, values, and beliefs with regard to the topics, processes and outcomes of reading”.
Motivation is divided into two categories: intrinsic and extrinsic.
Guthrie (2008) indicates that reading comprehension improves when learners are engaged in
reading or are intrinsically motivated. According to Wigfield (1993), in the classroom, teachers
can promote and develop learners’ motivation for reading by creating communities of learners
who support each other in completing difficult tasks. Nandi and Snyman (2017) argue that
when children are motivated to read, they tend to enjoy reading and gain confidence in their
ability to read. Thus, children develop an appreciation for reading, which enables them to read
with enthusiasm and curiosity, and to think critically about the challenges of the text.
Boakye (2012) cites the studies of Deci and Ryan (2000), Dӧrnyei (2001) and Guthrie and
Knowles (2001) to explain that the two main categories of motivation are intrinsic and
extrinsic. Intrinsic motivation is described as the desire to engage in a task or activity for its
own sake, and it involves mastery and learning goals, curiosity, involvement and preference
for challenge. Extrinsic motivation, on the other hand, refers to external rewards and
recognition as the goals of reading.
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In addition to motivation, other factors such as interest, self-efficacy and attitudes also
influence learners’ reading proficiency. Hidi and Anderson (1992), as well as Schiefele (1992)
define interest as the enduring attraction to a topic even before a particular text is read. Interest
is associated with motivation and leads to intrinsic motivation. Thus, a high interest in reading
activities and the type of text in question will lead to intrinsic motivation, which will help
improve learners’ reading proficiency. Pajares (2006) explains self-efficacy as the way students
judge their competence. Characteristics and attributes of self-efficiency in reading, as
expressed by students, include beliefs about their capabilities regarding reading different texts,
preference for reading challenging books and confidence in their reading skills. High selfefficacy has been known to correlate with high reading proficiency (Pajares 2006). Guthrie
explains attitude as the liking of a task (Guthrie & Knowles, 2001; Guthrie & Wigfield, 2000).
Reading attitudes are usually formed by early experiences of reading. Students with negative
attitudes towards reading were shown to have had few or no pleasurable early reading
experiences, and mostly negative experiences of early reading in school. These affective factors
are all linked to motivation, as high levels increase the learner’s motivation (Guthrie and
Wigfield 2000).
Guthrie and Knowles (2001) explain that learners who have higher levels of intrinsic
motivation are more likely to use cognitive strategies and to be more self-regulating. It is the
responsibility of teachers to make reading interesting and enjoyable for learners, and thus
develop learners’ motivation and enable them to believe in themselves. One way to achieve
this is by allowing learners to use their home language to engage in reading tasks. This will
enable them to self-regulate. Research on reading motivation indicates that learners achieve
positive results in reading comprehension tasks using English texts if a multilingual approach
is adopted (Mbirimi-Hungwe, 2016). Childs (2016) points out that a learner’s reading
motivation can be influenced by the use of languages they are familiar with. She contends that
when a learner’s home language is not the same as the LoLT, it could impact teaching and
learning and negatively influence motivation. She argues that in situations where learners are
encouraged to use insights gained from a familiar language to help them use the target
language, as in the case of translanguaging, it can be an affirming experience, which may
increase motivation and facilitate more effective learning. Thus, translanguaging as a
multilingual reading strategy involving Sepedi and English will be used with Grade 4 learners
in the reading comprehension of texts.
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Translanguaging as a pedagogical strategy
Translanguaging is a planned, systematic use of two languages for both teaching and learning
in the same lesson (Li, 2017). The term translanguaging was introduced by Cen Williams, a
Welsh scholar, in 1994 to refer to a pedagogical practice which deliberately switches the
language mode of input and output in bilingual classrooms. This definition was taken up by
Baker (2003, 2011), who elaborated that it is the process of making meaning, shaping
experiences, and gaining understanding and knowledge through the use of two languages. From
this perspective, meaning-making may involve the use of two languages (L1 and L2) in concept
formation. Makalela (2012) defines translanguaging as a pedagogical practice in which learners
are required to alternate between languages for the purposes of reading, writing and acquiring
knowledge. Estyn (2002: 3) states that “the skills involved in dual literacy are sometimes called
translanguaging or transliterative skills.” Gruyter (2011: 8) states that “translanguaging is a
naturally-occurring phenomenon for multilingual students.” According to this view, many
learners who know more than one language use translanguaging without being aware that they
are using it. It occurs unintentionally during interactions when one of their peers does not
understand the text. According to Mwinda and Van der Walt (2015), learners engage in it
surreptitiously to make meaning.
Boakye and Mbirimi (2015) argue that the use of translanguaging as a strategy for negotiating
meaning could serve as a scaffold to enhance comprehension challenges faced by learners.
Bruner (1983) defines scaffolding as a process of setting up a situation to make the child’s
entry easy and successful and then gradually pulling back as they become skilled enough to
manage it. According to the definition given, learners who are unable to comprehend what they
are reading on their own may be helped through scaffolding, using translanguaging as a
teaching approach to allow them to read independently with understanding.
The concept of translanguaging has highlighted the essential role that emergent bilinguals’
linguistic and social resources play in their learning and meaning-making in classrooms (García
& Kleyn, 2016). A translanguaging lens provides teachers with a novel way to understand
students’ language practices as dynamic and as socially constructed (Palmer & Martίnez,
2016). Williams (1994, in Baker 2003) points out that in African countries, where the rate of
English use in state schools is very low, and the learners’ low proficiency in English acts as a
barrier to their learning of subject content, translanguaging may be a positive approach.
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McCabe’s (2015) study conducted in Limpopo to find out if code-switching is a resource for
achieving academic literacy yielded positive results. She uses the term code-switching to
describe the need for teachers to shift their attention to translanguaging in the classroom. García
and Li (2014) argue that translanguaging differs from the notion of code-switching in that it
refers not simply to shifting between two languages, but to speakers’ construction and use of
original and complex interrelated discourse practices that cannot be easily assigned to one or
another traditional definition of language, but that make up the speakers’ complete repertoire.
It may be postulated that code-switching is a form of translanguaging that has been a topic of
research for several decades. It is a phenomenon based on bilingualism, which Sander (2009)
defines simply as the ability to speak and understand two languages. Eastman (1992) defines
code-switching as the use of more than one language in the course of a single communicative
episode. Code-switching is usually a relatively short move from the LoLT to the home language
of learners, and then a switch back to the LoLT. Translanguaging, however, is used in a planned
manner, where the home language is used as the language of input and the LoLT as the
language of output.
Distinction between translanguaging and code-switching
Translanguaging is a different way of viewing and interpreting bilingual language
performances than the prevalent theory of code-switching (García, Johnson & Seltzer, 2017).
Deibert (2008) defines code-switching as the term for different languages coming into contact
with one another in a conversation. He explains that bilingual and multilingual speakers tend
to code-switch. Code-switching is therefore a bilingual-mode activity in which more than one
language, typically the speaker’s native language (L1) and second language (L2), are used
intrasententially (where the switching occurs within a sentence) or intersententially (where the
switching occurs after a sentence) (Cook, 2001). According to Gluth (2008), code-switching is
the mixing of elements of two linguistic varieties within a single utterance or text. This implies
the code switching is not practised only orally, but is also practised in a written form and would
involve biliteracy, which will be discussed later in this chapter. Code-switching has not been
welcomed in traditional L2 classrooms, where the learner’s target language and native language
are clearly divided, and the target language has to be the official language in the classroom.
Code-switching is the exercise of an individual’s ability to select a language according to the
interlocutor, the situational context, the topic of the conversation and other factors that
influence communication. Participants are often able to switch languages within an
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interactional sequence in accordance with sociolinguistic rules and without violating specific
grammatical rules (Cantone, 2007). Switching from one language to another can happen
intentionally or unintentionally, but whatever the case, the purpose of code-switching may be
cognitive (to bring about a better comprehension) or social (to show solidarity with other
speakers of the same language). Many researchers now admit that code-switching commonly
takes place in multilingual contexts, not simply due to lack of knowledge of a particular
language, but for different communicative functions. The concept of code-switching is based
on the premise that emergent bilinguals switch between languages that exist independently
from each other (García et al., 2017). In a nutshell, translanguaging can be used as a teaching
and learning approach in education, while code-switching is used daily or in a social context,
not in education as a strategy by bilingual or multilingual speakers.
All these views suggest that translanguaging is similar to code-switching and involves the use
of two or more languages. However, translanguaging may refer to the use of two or more
languages in classroom or learning context and to the process by which bilingual students
perform bilingually in myriad ways when reading, writing, taking notes and discussing (García,
2009a). Translanguaging cannot be used haphazardly. It seems to be a more systematic and
organised pedagogical approach. In other words, translanguaging is more systematic and more
organised, and it is a better means of applying multilingualism in teaching. Through a
translanguaging lens, reading has been re-envisioned as a “unified process” (Kabuto, 2017:
56). Zapata and Laman (2016) maintain that opening up opportunities for translanguaging in
the classroom sends an important message to emergent bilinguals that their multilingual
practices and their experiences are essential and meaningful to their development and learning.
During the intervention, the researcher will acknowledge the learners’ home language and
encourage them to use their entire repertoire of language practices as they read. Through
strategic classroom language planning that combines two or more languages in a systematic
way within the same learning activity, translanguaging seeks to assist multilingual speakers in
making meaning, shaping experiences, and gaining deeper understandings and knowledge of
the languages in use and even of the content that is being taught (Baker, 2003; Williams, 1996).
This explains the preference for and use of translanguaging as a pedagogical strategy during
the intervention in this study.
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Issues pertaining to teaching and learning
Learning-related aspects, such as scaffolding, zone of proximal development (ZPD) and
transfer are discussed in this section. With regard to scaffolding, the level of assistance given
to learners is continually adjusted in relation to their level of performance. The intervention
also applies ZPD and will hopefully promote language transfer between the two languages,
(Sepedi and English) through translanguaging. In other words, the concepts learnt in Sepedi
can be processed in English and the meaning transferred from Sepedi to English. Lems, Miller
and Soro (2010) define language transfer as the action, conscious or unconscious, of applying
features of a first language in the learning of a new language. Learners may transfer meanings
of words and concepts between Sepedi and English.
Scaffolding
Scaffolding is a metaphor used to describe the balance between challenge and support that
adults intentionally or unintentionally create when teaching a child a novel task (Siobhan &
Richards, 2006). Norbert (2012: 2923) explains the concept of scaffolding as “a reciprocal
feedback process in which a more expert other (teacher or peer with greater expertise) interacts
with a less knowledgeable learner, with the goal of providing the kind of conceptual support
that enables the learner over time to be able to work with the task content or idea
independently.” This means that learners who are unable to perform a task on their own are
helped through scaffolding by someone else to enable them to work independently. On the
other hand, Copple and Bredekamp (2009) argue that scaffolding is a key feature of effective
teaching, where the adult (in this study the teacher) continually adjusts their level of help in
response to the learner’s level of performance. In the classroom, scaffolding can include
modelling a skill, providing hints or cues, and adapting material or activity. Therefore,
scaffolding will be used in the intervention, during the pre-reading, where key concepts/words
will be explained in Sepedi and English. During the pre-reading, learners will actively interact
with their peers and the teacher to understand the text, answer the comprehension questions
independently and construct new concepts. Activities in the scaffolding provided by the teacher
will support the learners as they are led through the ZPD; i.e., words too difficult for the learners
to master on their own will be explored with the guidance and encouragement of the teacher in
the intervention process. Keywords in the reading comprehension will be explained for learners
to understand the comprehension test. The teacher will guide and encourage the learners during
reading.
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Zone of proximal development
The ZPD has been defined as “the distance between the actual developmental level as
determined by independent problem solving and the level of potential development as
determined through problem-solving under adult guidance, or in collaboration with more
capable peers” (Vygotsky, 1978: 86). The gap between what learners can do unaided and what
they cannot do is the ZPD. The basic idea of the ZPD is the need to identify where a learner is
and the level of guidance they will need to achieve the next step in a task. Taking up to this
idea, Richard and Kilgo (2010) view scaffolding as a concept related to Vygotsky’s notion of
the ZPD. It refers to the assistance given to a child by adults and peers that allows the child to
function independently and construct new concepts. The concept of the ZPD is widely used in
the study of children’s mental development as it relates to education. Vygotsky (1978) defines
the term “Zone of Proximal Development” as the distance between the actual developmental
level, as determined by independent problem-solving, and the level of potential development
as determined through problem-solving under adult guidance or in collaboration with more
capable peers. This simply means that there are activities that children can do on their own and
those that need support from a peer or an adult. In this sense, it is only within the ZDP that
scaffolding can occur.

Time→ Stage 1

Stage 2

Stage 3

Stage 4

Figure 2.1: Zone of proximal development diagram, Lev Vygotsky (1896–1934)
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The ZPD occurs between the first stage and the second stage. In the third stage, the task is
performed automatically after being internalised, and according to Vygotsky, is fossilised. In
the above diagram, the first stage demonstrates how children develop language and speech by
relying on others, such as teachers, for performing a task. In the second stage, learners use prior
knowledge to carry out the task without guidance.
In scaffolding instruction, a more knowledgeable other provides scaffolding or support to
facilitate the learner’s development. The scaffolding facilitates a learner’s ability to build on
prior knowledge and internalise new information. The activities provided in scaffolding
instruction are just beyond the level of what the learner can do alone (Olson & Platt, 2000).
This helps the learner to develop cognitively and to do tasks independently. According to
McKenzie (1999), scaffolding helps learners to perform tasks more easily. When dealing with
learners who are learning a new language (English) in Grade 4, a strong form of scaffolding
may be offered by using Sepedi. If learners do not understand a task presented in English, using
Sepedi may remove one barrier, and thus provide a scaffold.
Providing the appropriate assistance through scaffolding will give the learners a boost to read
with understanding. The idea is that learners learn best when working together with others
during a joint collaboration. In this study, allowing learners to engage in Sepedi, and English
will assist in comprehension. It is through such engagements or discussions that learners learn
and internalise new concepts. In the intervention, these techniques will enable the learners to
understand difficult words in order to make meaning from the text.
Language transfer
Lems, Miller and Soro (2010) define language transfer as the action, conscious or unconscious,
of applying features of a first language in the learning of a new language. Learners may
therefore compare sounds, words, syntax and concepts between their own language and one
they are learning.
The concept of transfer is central to this study as it highlights the value of using two languages
in teaching and learning. This implies that L1 is a foundation for L2 learning, and the stronger
the learner’s home language, the more likely it is that they will develop L2 competence. Due
to cross-linguistic influence, language competence and performance in L1 may be needed by
the learner to be able to transfer skills to L2.

32

© University of Pretoria

Cummins (2007) is one of the leading advocates of bilingual education, and his argument is
based on the concept of transfer. He argues that language competence is a unified entity in
which the different languages a learner speaks interact with each other to form what he calls a
common underlying proficiency (CUP).

Separate underlying proficiency (SUP)

Common underlying proficiency (CUP) /
cognitive academic language proficiency
(CALP)
Figure 2.2: Separate and common underlying proficiency (Cummins, 2007)
The above figures represent the separate underlying proficiency (SUP) and common underlying
proficiency (CUP) models by Cummins (2007). In the diagram on the left, the brain is shown
as having two separate balloons, each with its own input. In the diagram on the right, the brain
has only one balloon, but with two inlets.
According to Cummins (2007: 131), “cognitive academic language proficiency (CALP)
underlying literacy skills in L1 and L2 are assumed to be interdependent”, and therefore as
working together, or helping each other. For example, literacy in Sepedi can help a learner to
become literate in L2. In the SUP model, when a learner learns concepts and skills in the L1,
only the L1 balloon increases in content and the L2 balloon remains the same, and no transfer
occurs. In the CUP model, when literacy or academic skills are introduced in L1, the L2 balloon
also gains in size. In this model, it is believed that gains made in L1 result in gains in L2.
Equally, gains in L2 affect competence in L1.
CALP is required in context-reduced academic situations where higher-order thinking skills
like predicting, sequencing, generalising and analysis are required by the curriculum. CALP is
specific to the context of schooling (Cummins, 2000). According to Cummins (2007), the CUP
model of bilingualism, based on the interdependence hypothesis, would predict that the
stronger the learners’ CALP in their L1, the more likely it is that they will develop higher
CALP in their L2. This suggests that when learners are allowed to use their L1 as a medium of
instruction and learning, the stronger their CALP will be in their L2.
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Translanguaging in the classroom
Gruyter (2011) states that translanguaging is a naturally occurring phenomenon for
multilingual students. This means that many learners who know more than one language use
translanguaging without being aware that they are doing so. It occurs unintentionally during
conversation when one of their peers does not understand the second language; they may switch
back to their mother tongue that everyone in their group understands.
Through strategic classroom language planning that combines two or more languages in a
systematic way within the same learning activity, translanguaging seeks to assist multilingual
speakers in making meaning, shaping experiences, and gaining deeper understanding and
knowledge of the languages in use and even the content that is being taught (Baker, 2003;
Williams, 1996). Baker (2011) states that translanguaging and transliteracy may promote a
deeper understanding of subject matter. According to Alexander (2012), using more than one
language provides learners with versatility, flexibility and multiple access points to knowledge.
Learners will be actively involved, and their love of reading will increase as they will
understand what they are reading.
García (2009a) suggests that in a multilingual context, the home language can be used during
the introduction phase to allow learners to engage in their linguistic repertoires based on
different cultures. The suggestion of using the home language in a multilingual context during
the introduction phase will encourage even the shy and introverted learners to be actively
involved. García (2009a) argues that translanguaging is indeed a powerful mechanism to
construct understanding, to include others, and to mediate understanding across the groups. In
addition, she views translanguaging as an approach to bilingualism that is centred not on
languages but on the observable, natural communicative practice of bilinguals and, if properly
interpreted, understood and practised in schools, as a means to enhance learners’ cognitive,
language and literacy abilities. García (2014) offers the definition of translanguaging in
education as a process by which learners and teachers interact in complex discursive practices
that include all the language practices of learners in order to develop new language practices
and sustain old ones, communicate and appropriate knowledge, and give voice to new sociopolitical realities by interrogating linguistic inequality. This will help and include learners at
all levels of understanding. Learners will freely engage with teachers, and their vocabulary will
increase.
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Childs (2016) argues that translanguaging is a means of providing planned and systematic use
of learners’ home language and the LoLT in order to foster meaning-making and learning.
Translanguaging should not be used haphazardly, but rather the use of languages should be
well planned to make learning more meaningful. Childs (2016) maintains that translanguaging
is a practice used by multilingual individuals to move between the languages that they know in
order to communicate in a range of social contexts, and their language repertoire is understood
as one system, rather than as a collection of discrete languages. She further contends that in
situations where learners are encouraged to use insights gained from one language to help them
use another language, this can be an affirming experience and may facilitate more effective
learning. Insights gained from the home language (Sepedi) will help learners to understand, to
be actively involved during reading and, hopefully, to understand the content of texts better.
Both Williams and Baker use the term translanguaging to refer to a strategy which aims to help
build up learners’ cognitive development using two languages. Williams (2002) suggests that
translanguaging often uses the stronger language to develop the weaker language, thereby
contributing towards the potentially relatively balanced development of a child’s languages.
Through children’s L1 experience, they are likely to have developed an understanding of
concepts they will encounter in their early reading of L2 (Cummins, Baker & Hornberger,
2001). However, it may be possible that concepts learnt in the weaker language can also
contribute to the development of the stronger language.
The aim of translanguaging is not only to help learners understand words, phrases and
sentences during reading and learning in two languages, but to use both languages to help them
learn concepts and facilitate cognitive development. The thinking underlying translanguaging
is that when all the languages present among the learners are used, the quality and depth of
learning and reading will improve. In addition, the learner will grasp concepts better,
participate more fully and master the content.
Makalela (2015c) contends that when more than one language is used to access the same
content, the learners develop a deeper understanding of the subject matter. For language
teaching classes, translanguaging is a useful strategy to develop a weaker language through
cross-transfer of skills between linguistic repertoires that learners already possess. The home
language, which is stronger, will assist the weaker language during reading comprehension.
Learners already have the basic skills (vocabulary) in their home language.
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Translanguaging gives learners freedom to use their languages in any way they find productive
while encountering new ideas. This means that when a teacher introduces a task in English, the
learners will feel free to discuss and try to make sense of the task using English (Murphy,
2011).
Baker (2001, 2006, 2011) explains that translanguaging and transliteracy may promote a deeper
and fuller understanding of the subject matter. Estyn (2002) states that the skills involved in
dual literacy are sometimes called translanguaging or transliterative skills.
Gruyter emphasises the pedagogic value of translanguaging by explaining that in addition to
everyday interaction, translanguaging can also occur with minimal pedagogical effort from the
teachers (Gruyter, 2011). This view seems to suggest that translanguaging is not a strategy that
requires a great deal of planning or preparation, but can be used almost spontaneously and
without thought. Moyles, Georgeson and Payler (2011) state that translanguaging promotes a
language identity which is brighter and more intense than a monolingual one. It can also lead
people beyond the constraints of the current monolingual ideology of the English system and
encourage them to think differently about language pedagogy. Skutnabb-Kangas (2009: 151)
points out that “it is translanguaging itself that enables us to make sense of the multilingual
worlds.”
Baker (2011) further argues that translanguaging attempts to develop academic language skills
in both languages, leading to a fuller bilingualism and biliteracy. Translanguaging includes the
reprocessing of content, and it may lead to deeper understanding and learning. With the use of
translanguaging as a teaching and learning strategy, learners will expand their knowledge,
extend and intensify what they have learned through one language (English) in school through
discussion with the parents at home in the other language (mother tongue) (Baker, 2011).
García (2009a) argues that translanguaging is indeed a powerful mechanism to construct
understandings, to include others, and to mediate understandings across language groups.
Furthermore, she views translanguaging as an approach to bilingualism that is centred not on
languages, but on the observable, natural communicative practice of bilinguals and, if properly
interpreted, understood and practised in schools, as a means to enhance learners’ cognitive,
language and literacy abilities (García, 2009a, 2009b). From this perspective, translanguaging
helps to promote bilingualism and gives indigenous languages a chance to be used in education
and to help learners understand concepts better by helping them construct meaning.
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Translanguaging as an educational approach has been shown to have socio-cultural, affective
and cognitive benefits. Thus, translanguaging may improve learners’ comprehension of texts.
It is hoped that the use of translanguaging will provide deeper processing and digestion of the
content knowledge during reading comprehension. According to its proponents,
translanguaging empowers both the learner and the teacher, transforms the power relations,
and focuses the processes of teaching and learning on making meaning, enhancing experience,
and developing identity (García, 2009a; Creese & Blackledge, 2010).
For this study, translanguaging was used during reading instruction, where the home language
was used to scaffold key concepts in the pre-reading phase, with all learners actively involved
in attempting to understand the content. The home language was used as the language of input,
and the LoLT (English) was used as the language of output. Both the learner and the teacher
could use both languages as a strategy to bring about better learning in Grade 4. The reading
comprehension process was learner-centred, with learners using the two languages to derive
meaning.
Makalela (2015b) reported an intervention with 60 students of teacher training in South Africa.
They all had a Nguni language as their L1 (isiZulu, siSwati isiXhosa, or isiNdebele) and they
were learning Sepedi as an additional language. The experimental group used translanguaging
as a teaching strategy, while the control group had a more traditional monolingual approach.
The translanguaging strategy used consisted of contrasting and extending meanings using
English and the students’ L1 during the teaching and learning of Sepedi as an additional
language. Student were also asked to brainstorm in any language while working in groups to
read texts in their first languages, and retell the stories in the target languages.
Another study undertaken by Makalela (2015c) was a bilingual story-retelling in a primary
school. Learners reflected on their understanding of the text they were asked to read and
reproduced it in both their home language (Sepedi) and English, The original text was a Sepedi
text entitled ‘Moeno le Setso sa Bakgakga’. The design showed three texts, one in English, and
another in Sepedi and the last one in both English and Sepedi. Re-telling of the story in the
three texts gave the learners an opportunity to move back and forth between the languages and
produce the three inputs as represented: English, Sepedi and alternation of Sepedi and English.
Hungwe (2019) also used translanguaging as an approach in teaching paraphrasing to enhance
reading comprehension using a group of first-year multilingual medical students. The study
was conducted at a university in South Africa. Participants were required to discuss the ideas
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of the text, using all the languages at their disposal. The participants discussed unfamiliar words
and used the dictionary to look up meanings in their languages. Each group was asked to split
into two smaller groups of three students. One group of three was supposed to write a
paraphrase of the author’s ideas in English using their own words. The other three had to write
ideas in their home languages. Finally, they had to come together as a group of six and discuss
in any language they felt comfortable with and finally fuse their paraphrases to present the
ideas of the paragraph in English. The objectives of the study was to show how paraphrasing
as a strategy can be combined with a Translingual approach to instruct students explicitly on
how to read and comprehend texts. The results from this study showed that students indeed had
a mammoth task working out meaning when faced with unfamiliar words, and the students
demonstrated a shallow understanding of the text. However, through collaboration and
discussion using student’s home language, students gained a deeper understanding of the texts
(Hungwe 2019).
Charamba and Zano (2019) investigated the role played by home language (Sesotho) in the
academic performance of science students in a high school in the Free State province of South
Africa. Using both experimental and control groups, they found higher academic performance
in the experimental group. The students in the control group were taught in English, the
language of instruction, while the experimental group was taught in both English and Sesotho.
In addition to being taught in their home language (Sesotho), students in the experimental group
were also given learning materials written in their home language. The students were then given
tasks in groups to discuss and write the characteristics of mixtures and compounds. The
instructions were explained in both English and Sesotho to the experimental group. The
students first wrote their answers in Sesotho and then the same answers were also written in
English. The researchers administered pre- and post-tests to both the control and experimental
groups.
The findings showed that the experimental group had performed better. The control group had
a mean of 38% and the experimental group had a mean of 52%. In addition, 80% of the students
in the experimental group passed the test against the control group’s pass rate of 46, 6%
(Charamba & Zano 2019:10). They conclude that the use of the home language as an additional
resource in teaching, plays a pivotal role in the academic performance of students (Charamba
& Zano 2019). .

38

© University of Pretoria

Makalela (2014) provides a description of how translanguaging has been used at the University
of the Witwatersrand in teaching Sepedi. He studied students’ interaction in and out of the
classroom using social networks and multilingual blogs. The research proved that
translanguaging approaches in the Sepedi class dismantled the language boundaries between
the nine Bantustan languages (Makalela 2014). Makalela (2014) notes that this approach
enabled students to increase their pool of vocabulary and concept extensions in the target
language. An increase in motivation to learn Sepedi, which was the language being taught, was
also a positive outcome to the multilingual resource that student had at their disposal in their
social spheres (Makalela 2014).
The translanguaging framework is discussed below.

Theoretical framework
Using a translanguaging approach to teaching and learning, the study is premised on Cummins’
(2000) dual iceberg theory. Cummins (2000) explains that cognitive academic language
proficiency (CALP), as the name suggests, is the basis for learners’ ability to cope with the
academic demands placed upon them in the various subjects. Cummins (2000) states that
conceptual knowledge developed in one language helps to make input in the other language
comprehensible. For example, if a learner already understands the concepts of “justice” or
“honesty” in their own language, all they have to do is acquire the labels for the terms in
English.
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Figure 2.3: Cummins’ dual iceberg model of language interdependence

Baker (2011) concurs with Cummins and explains that, irrespective of the language in which a
person is operating, the thought that accompanies talking, reading, writing and listening comes
from the same central engine. In other words, when a person owns two or more languages,
there is one integrated source of thought. According to Baker’s (2003, 2011) definition of
translanguaging as a process of making meaning, shaping experience, and gaining
understanding and knowledge through the use of two languages, meaning-making and efficient
reading comprehension may involve the use of two languages (L1 and L2) if the reader has
them at their disposal. Cummins (1991) argues that although the two languages may seem
separate on the surface, they are actually quite interdependent at the deeper level of cognitive
functions, and it is well established that learners who learn to read and write in their first
language are able to readily transfer those abilities to a second language. However, there is a
language inception that should be attained, as explained by Grabe and Stoller (2011).
Translanguaging as a pedagogy was initially related to bilingual education and refers to
‘building bilingual students’ language practices flexibility in order to develop new
understanding and new language practices’(Garcia, Flores & Woodley 2012:52)
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The linguistic interdependence theory proposed by Cummins (1979) posits that bilinguals do
not separately store two languages; instead, there is a cognitive interdependence known as the
common underlying proficiency. The assumption is that regardless of the differences in
languages, proficiencies that require higher and cognitively demanding skills should be
common across languages. Recent studies have extended Cummins’ theory and discovered that
while one language is being used, the other language does not remain dormant, but instead
becomes activated (Hoshino & Thierry, 2012). In other words, because inferential and
evaluative comprehension involves higher-order thinking skills, such skills should be common
across languages. Thus, the use of both the learner’s HL (Sepedi) and LoLT (English) was used
interdependently to improve learners’ reading comprehension.
Canagarajah (2011) reasons that, in multilingual environments, translanguaging takes place
when students use their entire linguistic repertoire strategically to learn. Baker (2011) refers to
translanguaging as the use of two languages to make meaning, gain understanding and gain
knowledge. However, according to Garcia and Wei (2014) translanguaging does not refer to
two separate language practices or to a hybrid mixture of languages; instead, it refers to as
single linguistic repertoire.
Garcia and Wei (2014) also argue for less rigid criteria of proficiency in terms of languages for
example in this study Sepedi and English and focused on the users’ flexibility in their use of
their entire linguistic repertoire. They argue in favour of moving from seeing two languages as
separate entities, recognizing that we have one linguistic repertoire at our disposal. Garcia
(2009:307-308), further argue that translanguaging is very much a part of identity formation.
She describes it as a “powerful mechanism to construct understanding, to include others, and
to mediate understanding across the group”.
Garcia and Wei (2014) premise translanguaging within the recent critical post-structural parade
model shift in applied linguistics. Advocates of this school of thought (Garcia & Wei 2014;
Makalela 2016; Makoni & Pennycook 2007; May 2014; Ndlovu 2017) question the notion of
languages being separate and disconnected entities. The paradigm questions the homogeneity,
boundedness and stability of languages in favour of mobility, mixing and historical embedding
in the study of language (Blommaert & Rampton 2011). Garcia and Wei (2014) view
translanguaging as a new language practice which emerges from exchanges among people with
different histories. In fact, according to Wei (2016), translanguaging is a process that
transcends the notion of movement between languages.
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This study argues that learners enter classrooms with rich linguistic repertoires (Carrol &
Morales 2016) that require recognition and utilisation for meaning-making and understanding
of the subject matter. Mgijima and Makalela (2016) contend for a literacy model that integrates
learners’ linguistic repertoires in order to enhance reading development at an early stage.
The study is grounded on the argument of Lewis, Jones and Baker (2012) that the use of one
language through translanguaging helps to develop the other. In addition the use of students’
L1 helps students to understand the meaning of new and difficult words and explains complex
syntactic rules (Hussein 2013).
In order for the learners to gain a full understanding of the texts that they read, I argue that
translanguaging involves reading the text in home language and the language of instruction and
discussing the content in both languages, in this study Sepedi and English. This study intends
to show that translanguaging as a pedagogical strategy enhances comprehension in learners.

Conclusion
Translanguaging could therefore be used during reading to develop learners’ language
proficiency in both their home language and the LoLT. It will help learners construct meaning
during reading comprehension and will also give an indigenous language (Sepedi) a chance to
be used in education to help learners understand concepts better. As an educational approach,
translanguaging could provide many benefits, such as social, affective and, most importantly,
cognitive. It is clear from the literature that translanguaging is perceived as a pedagogic tool in
teaching and learning. With the background of this understanding, the next chapter spells out
the research design for the study, which focuses on instances of translanguaging as a
pedagogical strategy in reading comprehension in Grade 4. The chapter focusses on the
methodological aspects of the study.
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Methodology
Introduction
This chapter presents the methodology of the study. It describes the research design and
methodological norms such as participants, instruments, and research procedure, comprising
methods of data collection and analysis that address the research questions of the study. First,
the mixed methods design used for the study is explained. Second, the methodological aspects
such as participants and instruments are presented, and finally, the ethical considerations for
the study are discussed.

Research design
A mixed methods design that comprises both quantitative and qualitative research methods was
used for this study. Mixed method research is a research design, which involves philosophical
assumptions that guide the direction of the collection and analysis of data using a combination
of qualitative and quantitative approaches in many phases in the research process (Creswell
2003). It focuses on collecting data, analysing, and mixing both quantitative and qualitative
data in a single study. Tashakkori and Creswell (2007) state that a mixed methods research
design is ‘research in which the investigator collects and analyse data, integrates the findings
and draws inferences using both qualitative and quantitative approaches or methods in a single
study’. According to Creswell (2003), the central premise of a mixed methods design is that
the use of quantitative and qualitative approaches in combination provides a better
understanding of the research problem than the use of either approach alone.
According to Ivankova, Creswell and Sticks (2009), a mixed methods approach allows for a
more complete understanding of the research problem and gives the researcher an opportunity
to obtain an overall picture and greater insights into the phenomenon under investigation. Wills
(2008) points out that the great strength of qualitative research is that it is naturalistic and
focuses on real people in real situations. In this study, the real people are the learners and
teachers at Paxana Primary School. Marshall and Rossman (2011) also explain that qualitative
research is an approach that allows a researcher to examine people’s experiences in detail.
Quantitative methodology, on the other hand, relies on measurement and uses various scales
for precise information (Bless & Achola, 2006). While the quantitative arm of the study, based
on the ANA and test results, was to find the level of understanding in reading comprehension,
the qualitative component, based on questionnaire surveys, was to find the perception of
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learners and teachers regarding the usage of translanguaging as a pedagogical strategy in
reading comprehension. This study used a convergent parallel mixed methods design in relation
to the research problem, the main aim of the study and the research questions. Convergent
mixed methods research design was used to provide a complete understanding of the research
problem. The decision to choose a convergent design was based on the fact that it addresses
the different ways in which the quantitative and qualitative strands of the study relate to each
other (Bryman, 2006). A strand is a component of a study that encompasses the basic process
of conducting quantitative or qualitative research: posing a question, collecting data, analysing
data and interpreting results based on that data (Teddlie & Tashakkorie, 2009).
The purpose of the convergent design is “to obtain different but complementary data on the
same topic” (Morse, 1991: 122). Patton (1990) contends that convergent design allows the
researcher to illustrate quantitative results with qualitative findings, synthesising
complementary quantitative and qualitative results to develop a more complete understanding
of a phenomenon.
In this study, a convergent research design was used; one type of data was integrated into the
other, and the combined data was analysed. The results of open-ended questionnaires provided
a useful supplement to the quantitative data and give a better understanding of translanguaging
as a pedagogical strategy in reading comprehension. The interpretation involved comparing or
combining the results from the qualitative and quantitative methods. The results of the ANA
test (pre-test and post-test), as well as the closed- and open-ended questionnaires administered
to the Grade 4A (control) and Grade 4B (intervention) groups at Paxana Primary School was
collected concurrently, data was analysed separately, the results was merged, and the combined
results was interpreted in light of the research questions. The convergence, divergence,
contradictions or relationships between the quantitative and qualitative data was analysed and
discussed.
This type of mixed methods design is characterised as a convergent parallel mixed methods
design.

Participants
The participants were 70 Grade 4 learners and six Grade 4 teachers at Paxana primary School.
There were 35 Grade 4A learners (control group), 25 boys and 10 girls and 35 Grade 4B
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learners (intervention group) 15 boys and 20 girls. Their age range was between 10 and 12
years. There were three female and three male teachers. Five of them were between 25 and 35
years. The sixth teacher was between 35 and 40 years.
The school was chosen as it is a feeder of the four neighbouring high schools. All the four high
schools had a general concern for the poor reading comprehension skills of their Grade eight
learners. The learners could not read for meaning in English or Sepedi. There is also a high
failure rate of Grade eight learners in the four Secondary schools. The school was chosen
because of the concerns of the neighbouring high schools, and also due to its proximity and
convenience for the researcher.

Instruments
Two main instruments were used for the study: the 2014 ANA test and questionnaires
(administered to learners and teachers). The ANA test consisted of 16 questions (15
comprehension questions and one question on sequence of events based on the passage (see
Appendix G). The learner questionnaire consisted of 10 closed-ended questions on a five-point
Likert scale (strongly agree, agree, uncertain, disagree and strongly agree) and the teacher
questionnaire consisted of closed-ended questions and five open-ended questions (see
appendices H and I for the questionnaires)
The Annual National Assessment (ANA) measures progress in learner achievement in literacy
and numeracy to the South African public the performance of learners in the General Education
and Training (GET) band who were assessed in Numeracy and Literacy using national
standardised test. The ANA results provide a situated context for a better understanding of
learner performance of lower levels of the system from Grades one to nine. It serves as an early
warning system of potential problems that may emerge in the Further Education and Training
level. Furthermore the ANA results provide the education sector with valuable information on
the performance of the learners at the school, district and province levels and also supply
information on the performance of the individual learner. It is used to identify the critical areas
of weakness and to subsequently develop relevant interventions for improving learning and
teaching in schools. The diagnostic report analysis of the Languages of ANA for Grades 4-6
and 9 reflects challenges in both Home language (HL) and First additional language, which is
English. The findings of the assessment have been classified into two broad categories- (1)
comprehension (lack of understanding of the text, inability to analyse a text and identify the
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lesson of a text, difficulty in expressing feelings or giving an opinion about a text) (DBE .2014).
Based on the 2014 ANA report which showed challenges in student’s comprehension of both
HL and FAL (English), the researcher used the 2014 ANA test as an instrument to measure the
reading proficiency level of the cohort of Grade 4 learners in Paxana Primary and to determine
the effectiveness of the intervention.

Data collection
The data collection was undertaken in three stages in the second semester, from the second
week after the reopening of schools, from July to October. Learners completed the assent forms
at the beginning of the semester and were given informed consent forms to be completed by
their parents or guardians. The teachers also completed informed consent forms before
responding to the questionnaire. The period between the pre-test, and the post-test was 12
weeks, as the pre-test was administered at the end of July and the post-test was administered at
the end of October.

Stage 1
The 2014 ANA test (pre-test) was distributed to all the Grade 4A and Grade 4B learners by the
researcher at the end of July after consent and assent forms had been collected. Permission was
requested from the language teachers to use their periods for the test. According to the class
time table, English and Sepedi were allocated one hour (60 minutes) each, daily from Monday
to Friday. The test was written within an hour during one of the English periods of 60 minutes
for both Grade 4B and Grade 4A.
Stage 2
The second stage was the intervention lessons using translanguaging as a pedagogical strategy
in the intervention group. A PowerPoint lesson presentation with clear pictures related to the
comprehension passage was used. Sight words, or keywords, relevant to the text were discussed
and explained in Sepedi. Photographs were taken during the teaching and learning process to
provide evidence of the classroom environment. At the end of the intervention, questionnaires
were distributed to learners and teachers during two class periods: first period for Grade 4A
(control group) and second period for Grade 4B (intervention group).
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Stage 3
The 2014 ANA test (post-test) was distributed to the Grade 4A class (control group) and the
Grade 4B class (intervention group) in the last week of October. The test was administered
during one of the English class double periods, which is 60 minutes.

Data analysis
Quantitative data
The data comprising the ANA test (pre-test and post-test) responses were analysed
quantitatively using analysis of variance (ANOVA). As a statistical method, ANOVA was used
to make simultaneous comparisons between means in order to answer research question 1. Preand post-test results were analysed using a t-test to compare the Grade 4A (control group) and
Grade 4B (intervention group) learners’ reading proficiency levels. In addition, the closedended questionnaire data of the learners and the teachers were analysed using descriptive
analysis in order to answer research questions 3 and 4.
Qualitative data
Open-ended questionnaire responses from the teachers were analysed using content analysis to
identify, examine and interpret main themes and patterns in textual data and determine how
these patterns and themes help to answer research question 4. Common themes or patterns were
analysed, then the data were discussed and interpreted to explain the findings.
The results of the qualitative and quantitative analyses were drawn together to derive an
understanding of the effectiveness of translanguaging as a pedagogical strategy in reading
comprehension.

Research procedure
The study was organised in five phases.
Phase 1
Collecting and analysing data from the pre-test to determine the reading proficiency level of
the learners and the homogeneity of the two groups of Grade 4 learners. In this phase of the
study, 15 questions (14 comprehension questions and one question on sequence of events based
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on the passage) were answered by 70 Grade 4 learners (Grade 4A and Grade 4B) to determine
their reading proficiency level (research question 1).

Figure 3.1: Learners getting ready to write ANA test (pre-test)

Phase 2
Using the results from phase 1 (learners’ performance in ANA test) and the theoretical
discussion on reading comprehension and translanguaging in the literature review, instructional
guidelines were compiled for the intervention. The instructional guidelines were compiled with
a focus on translanguaging as a teaching approach. The intervention programme also
considered the literature review and the results of the pre-test. The activities associated with
the lessons are provided in Table 3.1. Based on the instructional guidelines, an intervention,
which included a PowerPoint lesson presentation, was conducted with the intervention group
(Grade 4B). The researcher compiled a planned PowerPoint lesson using translanguaging as a
pedagogical strategy for reading comprehension. The lesson was divided into three sections—
pre-reading, reading and post-reading—based on the model for reading instruction. Social and
affective theories influencing reading instruction were also taken into consideration during the
intervention programme. For example, learners were asked to first discuss the story in pairs,
then to summarise and share the story with the whole class. As some learners willingly raised
their hands to read for the whole class, other learners were motivated to raise their hands too.
Learners who read well were praised and applauded, which motivated them. According to
Dӧrnyei (2001), praise and rewards can serve as motivation incentives for learners. Besides the
whole class reading, which was rewarded to build motivation, learners were also told to read
the story to their parents at home in order to increase their interest and motivation.
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The intervention (example of lesson presentation) (Grade 4B intervention group)
A PowerPoint lesson was presented during a 30-minute class period. Sight words written in
English and Sepedi (e.g. wound, unconscious, discovered, aid, HIV, infection, utulla, fetele
idibala, thusa) were presented to the learners.

Figure 3.2: Examples of sight words

A follow-up picture of a young boy, wounded and bleeding, was shown to the learners.
Learners were allowed to talk about the picture—what they thought might have happened to
the young boy and what they would have done if they were around. Learners discussed the
picture with their peers and later shared their discussions in Sepedi and English. The title of
the story, “Schoolgirls save boy’s life”, was read by the whole class. Using the title of the story,
learners were asked to predict what the story would be about orally. The majority of learners
participated eagerly.
Learners were then invited to the teacher’s table to pick sight words and read the words aloud
to the class (unconscious, discovered, protect, HIV, rescue, aid, infection, wound). The whole
class followed the reader by also reading aloud. Learners were instructed to give the meaning
of each word by writing sentences and later reading them aloud to the class. Some of their
sentences did not make sense. Sight words were put on the chalkboard for learners to
remember.
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Figure 3.3: Researcher explaining vocabulary in English and Sepedi

Figure 3.4: Learners sighting difficult words

Figure 3.5: Learners matching sight words in English with sight words in Sepedi
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Figure 3.6: Step 3: The researcher explaining all the sight words in English before
reading the story to the learners

Figure 3.7: Learner showing understanding of a sight word
Learners read the story together with the teacher (shared reading). The following questions
were asked during reading.
1. Why was the boy unconscious?
2. If you were at the scene what would you do?
3. What do you think Benny would do after his recovery?
4. How did Benny injure himself?
5. Why did the girls have a first aid kit with them?
6. The girls wore gloves to ……………………………… infection.
7. If you were the one to be awarded, how would you feel?
The teacher gave each learner the story to read silently and to underline the keywords
(unconscious, discovered, protect, award, wound, HIV) before they retold the story orally in
Sepedi and in English.
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The pre-reading
Scaffolding: Words that were too difficult for the learners to master on their own were
explained by the researcher. The teacher asked learners what to do if someone is involved in
an accident. The aim was to find out if they already knew, before reading the story, how to use
a first aid kit and what to do if someone is bleeding. Learners learned new vocabulary words:
infection, HIV, discovered, unconscious, possible, aid, wound, and protection. Sight words
were displayed for learners to recognise letters. The model helped learners understand the
comprehension passage during the intervention. The learners used the pictures and the title of
the story to predict what would be in the text (top-down), and their understanding of affixation
to guess meaning (bottom-up). Learners made oral predictions of what the story would be
about, and every learner’s prediction was correct. Learners who could not express themselves
in English were allowed to make their predictions in Sepedi, and others were requested by the
teacher to repeat in English what was said in Sepedi. The researcher allowed learners to show
understanding of the title of the story (“Schoolgirls save boy’s life”) by explaining it in Sepedi,
and they read it as “Basetsana ba sekolo ba phološa bophelo ba mošimane”. Not all learners
were able to translate the title of the story into Sepedi. The translation helped all learners
understand the title and gave them an idea of what the story would be about.
The reading
During reading, learners were asked a high-order question, a middle-order question and a loworder question related to the comprehension passage; some learners struggled to answer the
questions. The following questions were asked: “How would you feel if you were Benny?”
(high-order question), “What do you think is the reason for the two girls to wear gloves?”
(middle-order question) and “What is the name of the boy who was injured?” (Low-order
question).
Learners were given the opportunity to discuss the story in Sepedi and in English. Sepedi
keywords and English keywords were displayed on the chalkboard those who were struggling
to recognise and remember them. Learners were asked to sequence the events in the
comprehension passage orally, i.e. what happened first, second, third and last.
The post-reading
Learners were arranged in groups of six. Their task was to identify the main idea of the story
and give a reason for their answer. They were allowed to use English and Sepedi when
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reporting. One learner represented each group and reported the group’s inputs orally. In their
groups, one learner shared his/her inputs first in Sepedi, then another repeated these inputs in
English (translanguaging). Learners were told that they were allowed to have the discussions
using English and Sepedi.
The last activity given to learners individually was to summarise the story in one paragraph in
English and Sepedi. The activities of the intervention group, in comparison to the control group,
are presented in Table 3.1.
Table 3.1: Activities done in the intervention group compared to the control group
Control group (Grade 4 A)

Intervention group (Grade 4 B)

Sight words were explained in English only.

Sight words were explained in Sepedi.

Learners discussed the story with peers in
English only.

Learners discussed the story with peers in
English and Sepedi.

Learners retold the story in English only.

Learners retold the story orally in Sepedi
and in English.

There was no matching and learners were
not active.

Learners were actively involved in matching
Sepedi words with English words.

Learners did not understand the
comprehension passage because the
majority were not able to answer the
questions orally.

Learners showed their understanding of the
comprehension passage by answering
questions orally.

Phase 3
The closed-ended questionnaires were completed by 35 Grade 4B (intervention group) learners
and were analysed using descriptive statistics to determine learners’ views on the integrated
use of Sepedi and English to improve their reading comprehension in English and Sepedi.
The closed-ended questionnaires were completed by six Grade 4 teachers at the school and
analysed using descriptive statistics to determine their opinions on the use of translanguaging
as a pedagogical approach to improve learners’ reading proficiency in English and Sepedi. In
addition, the open-ended questionnaire was analysed using content analysis.
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Phase 4
To determine the effectiveness of the intervention programme, quantitative analysis of the pretest and post-test results was used to determine the differences within and between the groups.
Specifically, the learners’ responses before and after the intervention were descriptively
compared and statistically analysed using a t-test to determine the effectiveness of the use of
translanguaging as a pedagogical strategy to improve the reading proficiency of learners in
both Sepedi and English.
Phase 5
As the study used a convergent parallel mixed methods design, the results of the ANA test were
analysed quantitatively, and the questionnaire responses were analysed both quantitatively and
qualitatively. The two data sets were then integrated to determine the effectiveness of the
intervention and the use of translanguaging as a pedagogical approach.
The research questions and corresponding data collection and analysis are presented in Table
3.2.
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Table 3.2: The research questions and associated data collection and analysis
Data

Research question

The first set of quantitative
data from the ANA (pre-test
and post-test) was used to
answer research questions 1
and 2.

Questions 1 and 2

The findings of research
question 1 and 2, together
with the theoretical
discussion, were used to
draw up the intervention
programme in answer to
research question 3.

Question 3

The second set of
quantitative data, produced
by the intervention
programme, assisted to
answer questions 4 and 5.

Questions 4 and 5

Data from the pre-test, posttest and questionnaires were
used to determine the
effectiveness and
perceptions of
translanguaging as a
pedagogical strategy in
reading comprehension.

RQ1: What is the reading proficiency level
of the cohort of Grade 4 learners?

Analysis

ANOVA

RQ2: What teaching programme can be used
to improve Grade 4 learners’ reading
comprehension of Sepedi and English texts?

RQ3: What are learners’ views on the
integrated use of Sepedi and English to
improve their reading comprehension in
English and Sepedi?

RQ4: What are the teachers’ opinions on the
use of translanguaging as a pedagogical
approach to improve learners’ reading
comprehension in English and Sepedi?
RQ5: How effective is the use of
translanguaging as a pedagogical strategy to
improve learners’ reading comprehension in
both English and Sepedi?

Descriptive
statistics

Descriptive
statistics
Content
analysis
T-test
(Integration
of
quantitative
and
qualitative
data)

Ethical considerations
Ethical issues were considered in all phases of the research. Informed consent and assent forms
were obtained from the participants and their parents or guardians. Fair explanation of the
procedures to be followed and their purposes, a description of the attendant discomforts and
risks to be reasonably expected, and an indication that the person is free to withdraw consent
and to discontinue participation in the project at any time without prejudice were some of the
guidelines followed to ensure reasonably informed consent. The obligation to protect the
anonymity of research participants and to keep research data confidential was all-inclusive.
The information will not be used for any purpose other than for the writing up of this research.
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The researcher ensured that participation of the sampled population was voluntary and without
harm. No pressure was imposed on the participants to participate. The researcher disclosed the
purpose of the study to allow participants to make an informed decision as to whether or not to
provide data. The researcher remained objective so that the final product would be value-free.
The consent forms were completed by all participants: the principal, the teachers and the
parents on behalf of learners. The learners completed assent forms. In addition, ethical issues
were explained to the learners in English and in their home language. The researcher was
granted permission from the Department of Education, Limpopo District Office, to undertake
the study. The Department of Education’s permission was used to gain access to the circuit and
the school in order to administer questionnaires and tests and implement the intervention. The
obligation to protect the anonymity of the research participants and to keep the research data
confidential was all-inclusive. The researcher promised confidentiality to protect the
participants’ right to privacy. Thus, the information would only be used for research purposes.
Also, the participants’ true identities would not be disclosed in the presentation of information,
in order to ensure anonymity. In addition, they were told that participation is voluntary and
they could withdraw from the study at any time. Furthermore, it was guaranteed that neither
participation nor non-participation would be disadvantaging in any way. In addition, ethical
clearance was requested from the Research Proposal Committee of the Faculty of Humanities,
University of Pretoria.

3.9 Conclusion
This chapter has shown the convergence, divergence and the relationship between the
quantitative and qualitative data analyses. In addition, the research questions have been
presented and the associated data collection and analyses, together with the research procedure
have been described. Furthermore, the activities done in the intervention group compared to
the control group have been presented. The next chapter focuses on the presentation of both
the quantitative and the qualitative data.
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Presentation and discussion of data
Introduction
The previous chapter presented the methodological aspects of the study. These included the
research design, participants, research instruments, and the methods used for data collection
and analysis. This chapter presents the data and discussion of the findings. The data consist of
a quantitative analysis of the learners’ results on the ANA test and the responses to
questionnaires from learners and teachers, as well as qualitative analysis of teachers’ interview
responses. The ANA test (pre-test) was used to determine the reading proficiency level of the
cohort of Grade 4 learners in a primary school in Maraba Circuit, Capricorn North District,
Limpopo Province. The post-test was used to determine improvements in learners’ test scores.
The closed-ended questionnaire responses of the learners were used to determine the learners’
opinions of the intervention, and the responses from the teachers’ interviews were used to
determine the teachers’ opinions on the use of translanguaging as a pedagogical strategy. The
three sets of data (test results, learners’ questionnaire responses, and teachers’ questionnaire
responses) are presented separately, and then integrated to determine the effectiveness of the
intervention.

Presentation of learners’ data
The socio-demographic characteristics of the learners
Demographic data were collected from 70 learners: 25 boys and 10 girls in Grade 4A, and 20
girls and 15 boys in Grade 4B (the intervention group) at Paxana Primary, a public school.
Their socio-demographic characteristics indicate their gender, age and their home language.
The learners were between the ages of 10 and 12 years and all spoke Sepedi as their home
language. Gender, age and home language are not the focus of this research; hence they will
not be discussed further. The detailed demographic information is given in Table 4.1.
Table 4.1: Socio-demographics of the learners
Variable
Gender

Grade 4A

Category
Boys
Girls
Total
Boys
Girls

N
40
30
70
25
10

%
57
43
100
71
29
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Grade 4B

Home language
Age

Total
Boys
Girls
Total
Sepedi
10–12 years

35
15
20
35
70
70

100
43
57
100
100
100

Learners’ ANA test results
Annual National Assessment (ANA) is carried out in the Foundation Phase and Intermediate
Phase in South African schools. It was introduced by the DBE in 2011 to measure the quality
of learning outcomes in the education system. ANA focuses on the learners’ performance in
the early years of schooling (Grade 1 to 6) and also in Grade 9, and it provides yearly feedback
to teachers and parents on learners’ achievement in literacy and numeracy. The provincial
(Limpopo) average percentage mark for Grade 4 First Additional Language in 2014 was 36.3%
and that for Home Language was 50.5% (DBE, 2014). As indicated in Chapter 3, Grade 4
learners wrote the 2014 ANA test before and after the intervention. The exercise was voluntary
and had to be consented to by parents. Although there were 70 learners in total, the learners
who wrote the pre-test numbered 65 (30 learners in Grade 4A and 35 learners in Grade 4B).
Five learners in Grade 4A were absent on the day of writing the pre-test. The post-test,
however, was written by all 70 learners (35 learners in Grade 4A and 35 learners in Grade 4B).
The five learners who were absent on the day of administering the pre-test were present on the
day when the post-test was administered. The socio-demographic characteristics of the
learners, the descriptive and inferential statistics of the test, and the results are presented and
discussed in the following subsections.
Pre-test
The pre-test was used to determine the reading proficiency level of the cohort of Grade 4
learners and to answer research question 1 (What is the reading proficiency level of the cohort
of Grade 4 learners?). As mentioned earlier, the learners were given the 2014 ANA test,
consisting of two sections. Section A was on comprehension for 16 marks and section B was
on sequencing of events for 4 marks (see Appendix G) with a total mark of 20 for both sections.
The learners wrote the test at the beginning of the second semester. It was marked by the
researcher and validated by the two Grade 4 language teachers. The test results were analysed
statistically using ANOVA tests. As a statistical method, ANOVA is used for making
simultaneous comparisons between means.
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The results were analysed to find the reading proficiency level of the learners and to determine
the homogeneity of the two groups, i.e. the control group (Grade 4A) and the intervention group
(Grade 4B). First, descriptive statistics are presented, followed by inferential statistics, in an
attempt to answer research question 1. The descriptive statistics give a general overview of the
results, whereas the inferential statistics show the statistical relationship between variables.
The results were calculated in percentages, and therefore the means, standard deviation, and
maximum and minimum figures are all in percentages. The pre-test results show that the
learners’ reading proficiency was below 50% for both grades. The percentage mean for Grade
4A was 30.17, and for Grade 4B it was 39.17.
Descriptive statistics for Grade 4A (control group)
As shown in Table 4.2 below, the number of learners in Grade 4A who wrote the pre-test was
30, as five learners were absent when the pre-test was administered owing to their participation
in a Foundation for Learning competition (Reading Aloud and Mathematics).
For Grade 4A, the percentage mean was 30.17, with a standard deviation of 15.00. The highest
mark obtained was 65%. However, the lowest mark was 10%, showing a wide range in the
learners’ performance, which is further shown in the high standard deviation of 15.00.
Section A of the pre-test showed a percentage mean of 33.33 with a standard deviation of 17.85,
and the percentage mean for section B was 17.50 with a standard deviation of 13.37. Whereas
the highest mark obtained for section A was 68%, the highest mark for section B was only
50%, with some learners obtaining zero. The results (a low percentage mean of 17.50 and
maximum percentage of 50%) show that the learners performed poorly in section B
(sequencing of events) for the pre-test. The percentage means and standard deviations, as well
as the highest and lowest marks of the pre-test for Grade 4A are presented in Table 4.2 below.
Table 4.2: Grade 4A pre-test
Variable

N

Mean

Std Dev

Minimum

Maximum

Pre-test section A
Pre-test section B
Total

30
30
30

33.33
17.50
30.17

17.85
13.37
15.00

6.25
0.00
10.00

68.75
50.00
65.00
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Descriptive statistics for Grade 4B (intervention group)
The number of learners in Grade 4B who wrote the pre-test was 35. The total percentage mean
for pre-test section A was 39.29 with a standard deviation of 16.31. The percentage mean for
pre-test section B was 38.89 with a standard deviation of 18.37. The total percentage mean was
39.17 with a standard deviation of 14.42. The learners seemed to have performed better in
section A than in section B, but with a slight difference of 1.12. The Grade 4B learners
performed poorly in section B (sequencing of events) in the pre-test. The highest mark obtained
for section A was 75%, whereas the highest mark obtained for section B was 50%, with the
lowest being zero. There were vast differences in the results, as shown in the high standard
deviations of 16.31 for section A and 18.37 for section B. The percentage means and standard
deviations, as well as the minimum and maximum percentages obtained, are presented in Table
4.3 below.
Table 4.3: Grade 4B pre-test
Variable

N

Mean

Std Dev Minimum

Maximum

Pre-test section A
Pre-test section B
Total

35
35
35

39.29
38.89
39.17

16.31
18.37
14.42

75.00
50.00
65.00

6.25
0.00
15.00

Summary
The total percentage mean in the pre-test for Grade 4B was 39.17 with a standard deviation of
14.42, showing a wide variation illustrated by the minimum of 15.00 and maximum of 65.00.
The percentage mean for section A was 39.29, which was higher than that of Grade 4A (33.33).
The highest mark of 75.00 for section A was also higher than that of Grade 4A, which was
68.75. For section B, the difference between the two groups was much greater. It was 38.89 for
Grade 4B, with a standard deviation of 18.37, whereas the Grade 4A learners only recorded a
percentage mean of 17.50 for section B. The learners in Grade 4B performed relatively better
in the pre-test section A than in section B, but with a small difference (section A 39.29; section
B 38.89), unlike the Grade 4A learners whose performance difference between the two sections
was much larger (section A 33.33; section B 17.50). Overall, the learners did not do well in
section B, the sequencing of events question, but Grade 4A performed dismally in this section.
The Grade 4A learners seemed to be weaker than the Grade 4B learners, given their level of
performance in the pre-test. The Grade 4B learners outperformed the Grade 4A learners with a
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difference of 5.96 in the pre-test section A (comprehension) and by 21.39 in the pre-test section
B (sequencing of events). The total percentage mean of Grade 4B is also 9.00 higher than the
total percentage mean of Grade 4A. Although the overall difference between the two groups is
not extremely high and was not statistically significant, their performance on section B showed
a huge difference of 21.39 and was statistically significant at a 0.5 significance level.
Nevertheless, learners in both groups had a low reading proficiency level, as shown in the
overall percentage mean of less than 50. Although learners in both groups did not answer
section B well, Grade 4B learners were somewhat better than Grade 4A learners. The reading
proficiency level of the cohort of Grade 4 learners can be considered to be low, and the groups
fairly similar in terms of section A. The results of the descriptive data assisted in answering
question 1 (What is the reading proficiency level of the cohort of Grade 4 learners?). The pretest results align with Jordoi’s (2011) explanation that one aspect that holds learners back from
comprehending literature is their lack of fluency, or inability in reading behaviours such as
making words, identifying words in a text, and writing words. These learners clearly lack
fluency and the ability to identify words in a text.
Post-test
Descriptive statistics for Grade 4A (post-test)
The descriptive statistics for the Grade 4A (control group) post-test, as presented in Table 4.4,
show that the learners’ performance had improved for section A but had dropped for section
B. The percentage mean of section A was 42.14 with a standard deviation of 22.55, showing a
wide variation in performance. The maximum mark was 100.00, and the minimum mark was
zero. However, the learners’ performance in section A showed an improved mean of 42.14
compared to the pre-test mean of 33.33, an 8.81 improvement. The percentage mean for section
B was 12.14 with a standard deviation of 20.45, which was worse than the pre-test mean of
17.50. Although the Grade 4A learners performed poorly in section B of the pre-test (17.50),
they had performed worse compared to the post-test results (12.14). The total percentage mean
was 34.29 with a standard deviation of 18.40, a minimum of 5.00 and a maximum of 80. The
mean score of the post-test is higher than the mean score of the pre-test by 4.12. The means
and standard deviations, as well as minimum and maximum scores, are presented below in
Table 4.4.
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Table 4.4: Grade 4A post-test
Variable

N

Mean

Std Dev

Minimum

Maximum

Post-test section A
Post-test section B
Total

35
35
35

42.14
12.14
34.29

22.55
20.45
18.40

0.00
0.00
5.00

100.00
50.00
80.00

Descriptive statistics for Grade 4B (post-test)
The descriptive statistics for the Grade 4B (intervention group) post-test are presented in Table
4.5. The percentage mean for section A was 59.11 with a standard deviation of 22.35. The
minimum score was 18.75 and the maximum was 93.75. The percentage mean for section B
was 47.86 with a high standard deviation of 40.39. The minimum possible score was zero and
the maximum was 100. The percentage mean of the combined sections A and B was 57.00,
with a standard deviation of 23.52. The minimum score was 15.00 and the maximum score was
95.00. The percentage mean of section A (comprehension) is higher than the percentage mean
for section B (sequencing of events). The standard deviation of 18.37 for section B in the pretest is lower than the standard deviation of 40.39 in the post-test. The means, standard
deviations, and minimum and maximum scores are presented in Table 4.5 below.
Table 4.5: Grade 4B post-test
Variable

N

Mean

Post-test section A
Post-test section B
Total

35 59.11
35 47.86
35 57.00

Std Dev Minimum

Maximum

22.35
40.39
23.52

93.75
100.00
95.00

18.75
0.00
15.00

Summary
Comparing the two groups, Grade 4A learners seem to be weaker, as their level of performance
is far below that of the Grade 4B learners with a difference of 23.29 in the total percentage
mean for the post-test. For section A of the post-test there was a difference of 16.97 between
the two groups of learners. Learners in Grade 4B improved their performance for section B of
the post-test, in contrast to the Grade 4A learners who regressed in their performance in section
B. Learners in both groups seemed to struggle with section B, as shown in the pre-test results.
They performed poorly in section B in the pre-test with a minimum mark of zero and a
maximum mark of only 50 for both groups. After the intervention, in the post-test, the lowest
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mark was still zero for both groups, but the control group still had a maximum mark of 50.
However, for the intervention group, Grade 4B, although the lowest mark for section B was
still zero, the highest mark had increased from 50 to 100 and the percentage mean had improved
from 38.89 to 47.86. This meant that some learners were able to obtain full marks for section
B in the post-test. The Grade 4B learners had improved for both sections A and B, whereas the
Grade 4A learners had only improved for section A and had regressed in their performance for
section B. The results of Grade 4B confirms the argument of Boakye and Mbirimi (2015) that
the use of translanguaging as a strategy of negotiating meaning could serve as a scaffold to
enhance comprehension challenges faced by learners. The intervention using translanguaging
in Grade 4B improved the results.
Inferential statistics (paired and independent t-tests)
Paired t-tests are used when the two groups under comparison are dependent on each other,
and independent t-tests are used when the two groups are independent of each other.
Independent t-tests are usually used in cases where the experimental subjects are divided into
two independent groups, with one group treated with A and the other group treated with B
(Kim, 2015). The two groups in this study are the control group (Grade 4A) and the intervention
group (Grade 4B). Paired and independent t-tests were used to analyse the differences between
the control (Grade 4A) and intervention (Grade 4B) groups. This section discusses the
statistical results of the paired t-test, comparing the pre-test and post-test of each group, and
the independent t-test, comparing differences in the post-test across groups, to determine the
difference in the level of improvement between Grade 4A and Grade 4B. While the descriptive
statistics showed that the pre-test results were different from the post-test for both groups, the
paired and independent t-tests showed the statistical significance of these differences.
Paired t-test
The results of the pre- and post-tests for each group were analysed using a paired t-test to
determine if there were any statistically significant differences. The results of the paired t-test
showed the following:
•

For the control group (Grade 4A), although there were differences between the pre- and
post-test section A and the pre- and post-test section B, only the difference between the
pre- and post-test results of section A was statistically significant, with a p-value of
0.0065 significant, at a 0.05 significance level. There was no statistically significant
difference in the pre- and post-test results of section B. However, the total mark for
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both sections A and B was statistically significant at p<0.05 (p=0.0245). The results of
the paired t-test reflected a statistically significant difference at a p value of 0.05. This
rejects the null hypothesis.
•

For the intervention group (Grade 4B), there was a statistically significant difference
between the pre- and post-test results for section A at a p-value of 0.0005 significant,
at a 0.05 significance level. Similar to the control group, there was no significant
difference between the pre- and post-test results of section B for the intervention group.
The total mark of the combined sections A and B pre- and post-tests for the intervention
group was statistically significant at p=0.0014. The probability value is >0.05. This
accepts the null hypothesis. The paired t-test results showing p-values are given in
Table 4.6 below.

Table 4.6: Paired t-test
Grade 4A
Section A
Section B
Total

Grade 4B
Pre
32.11
16.38
28.97

Post
41.16
11.21
35.17

p-value
0.0065
0.2641
0.0245

Grade 4A DF=2.8 t-value=2.38 Pr>0.0245

Section A
Section B
Total

Pre
39.29
38.57
38.71

Post
59.11
47.86
57

p-value
0.0005
0.2582
0.0014

Grade 4B DF=34 t-value=3.47 Pr>0.0014

The differences in the marks for both section A and the overall total for the control (Grade 4A)
and intervention group (Grade 4B) were statistically significant. For section A, the difference
between the pre- and post-test for the intervention group was statistically significant at
p=0.0005, and for the control group it was significant at p=0.0065. These differences show that
the percentage means for the pre- and post-tests were statistically significant and showed
improvement for section A in both groups. The difference between the groups’ marks for
section B was not significant, although the intervention class improved and the control group
regressed according to the percentage means. Overall, the intervention group (Grade 4B)
improved significantly more than the control group. The results for section B indicate that the
learners experienced challenges with sequencing events in order to summarise or comprehend
a text. The fact that the control group regressed in section B means that intensive intervention
is needed to improve the learners’ ability in sequencing, as this has implications for
understanding texts. A multilingual approach, as used in the intervention group, may be a viable
approach as the learners in the intervention group improved, as shown in the percentage means.
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Independent t-test
This section presents analyses of the improvement scores from the independent t-test. The
results show a statistically significant difference between Grade 4A and Grade 4B for both
sections A and B, as well as the overall total. For section A the difference between the groups
was statistically significant at p=0023. For section B the difference was statistically significant
at 0.0001, and for the combined total of the two sections the difference was statistically
significant at 0.0001. The results with significant p-values are given in Table 4.7 below.
Table 4.7: Independent t-test
Grade 4A vs. Grade 4B (post-test)
4A (control) 4B (intervention)
Section A
42.14
59.11
Section B
12.14
47.86
Total
34.29
57

p-value
0.0023
0.0001
0.0001

DF=64.2 t-value=-4.50 p<0.0001

The results of the post-tests across the two groups were analysed using an independent t-test to
determine if there were any statistically significant differences between them. The analysis
from the independent t-test showed that there was a statistically significant difference between
the control (Grade 4A) and the intervention (Grade 4B) groups in section A, with a p-value of
0.0023 significant, at a 0.05 significance level. Although the two groups improved for section
A, the intervention group improved more than the control group. For section B the statistically
significant difference between the two groups was at a p-value of 0.0001 significant, at a 0.05
significance level. The difference in the two groups was also shown in the total percentage
mean, which was statistically significant at p=0.0001. The intervention group had improved
more than the control group with the p-value of DF=64.2, t-value=4.50, p<0.0001 significant
at a 0.05 significance level.
These results show that the intervention group (Grade 4B) learners had improved more than
the control group, with the control group regressing on section B. The improvement of the
intervention group was statistically significant for section A, for section B, and also for the
combined total. The results confirm the statement made by Makalela (2015c) that when more
than one language is used to access the same content, the learners develop a deeper
understanding of the subject matter.
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Effect sizes
Coe (2002) defines effect size as a simple way of quantifying the difference between two
groups that has many advantages over the use of tests of statistical significance alone. He
maintains that effect size emphasises the size of the difference rather than confounding this
with sample size. Coe (2002) further explains that effect size is a simple and straightforward
way to quantify the effect of an intervention relative to some benchmark. Effect sizes, in his
view, are used to gauge the extent of difference between two groups and can be regarded as a
true measure of significance. In other words, as indicated by Coe (2002), it allows the
researcher to move from the simplistic idea of whether the intervention worked or not to a far
more sophisticated position of how well the intervention worked in the context. As a general
rule, 0.2 is considered a small effect size (Coe, 2002). Coe (2002) reports that Cohen places an
effect size of 0.5 as medium and one of 0.8 as grossly perceptible, and therefore large.
To determine what effect the intervention had on the learners, an effect size procedure using
Cohen’s d was applied to the control (Grade 4A) and intervention (Grade 4B) groups. This
procedure is important for “quantifying the effectiveness of a particular intervention” (Coe,
2002: 2). The effect sizes were calculated to emphasise the size of the difference between the
intervention group and the control group.
For the paired t-test, the statistically significant difference of p=0.0065 for section A of the
control group had an effect size of 0.546, which is considered medium. The statistically
significant difference of p=0.025 for the total mark showed an effect of 0.441, which is
considered small. For the intervention group, the significant difference of p=0.0005 showed an
effect size of 0.650, which is considered above medium, and the significant difference of
0.0014 for the overall total showed an effect of 0.587, which is considered medium. Whereas
the control group had medium and small effect sizes in their improvement, the intervention
group had medium and above. Thus, the paired t-test showed that the effect sizes of the
intervention group were larger than those for the control group, which indicates that the
improvement of the intervention group had a higher effect.
The independent t-test, which was statistically significant at p=0.0023 for section A, showed
an effect size difference of 0.756, which can be considered large. For section B the statistically
significant difference between the two groups was p=0.0001 with an effect size of 1.116. The
difference between the two groups for the total mark was statistically significant at p=0.0001,
with an effect size of 1.076, showing a large effect size. Coe (2002) states that, in education,
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an effect size above 1.000 is considered significantly large. Thus, the independent t-test
comparing the performance of the two groups after the intervention showed highly perceptible
effect sizes and indicated that the improvement of the intervention group had a very large effect.
Discussion
This section discusses the results of the analyses and attempts to answer the first and second
research questions. Regarding the first research question, in finding out the reading proficiency
level of the cohort of Grade 4 learners in the pre-test, the descriptive statistics from ANOVA
tests showed that the learners’ reading comprehension level was low, while the intervention
group performed slightly better. The two groups of learners could be said to be homogeneous
in the sense that they obtained similar percentages in section A but performed poorly in section
B, and their overall total for both sections was below average (below 50%).
The below-average results of the two groups confirm the discussion in Chapter 2 indicating
that learners have challenges in reading and cannot read with understanding. The PIRLS, which
assesses the reading comprehension of Grade 4 and Grade 5 learners in English and other
languages, has consistently shown that South African learners achieved the lowest score of all
45 education systems (Howie, Venter, Van Staden, Zimmerman, Long, Du Toit, Scherman &
Archer, 2008). These poor results are explained by the discussion in Chapter 1 regarding the
fact that learners are found to be at least three years below their expected reading proficiency
(Department of Education, 2005; Makalela, 2012; Pretorius & Currin, 2010). Further evidence
of poor literacy performance is seen in South Africa’s participation in the PIRLS (Mullis et al.,
2006; Mullis et al., 2009). It was also discussed in Chapter 1 that the results have consistently
placed South Africa at the bottom of the low-performing countries (Mullis et al., 2006), and it
was indicated in Chapter 2 that South African Grade 4 learners achieved an average score of
253 in the PIRLS, which was far below the fixed international score of 500 (Howie et al., 2012),
pointing to extremely low reading comprehension ability, which will require serious
intervention using various pedagogical strategies or approaches.
Whereas the descriptive statistics showed that the post-test scores differed from the pre-test
scores in terms of learners’ reading and comprehension skills, the results of the t-test showed
the statistical significance of these differences. There were marked differences in the pre- and
post-intervention results with a p-value of 0.005. However, section B (sequencing of events)
did not show statistically significant results in the paired t-test for both groups. It seems that
learners encountered challenges in the interpretation of texts and in answering sequencing test
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questions to yield expected results. This is supported by the 2016 PIRLS results that showed
that eight out of ten South African learners cannot read for meaning.
It was expected that there would be a measure of improvement in Grade 4B as translanguaging
was used during the intervention (Makalela, 2012). The question was whether there were
differences in the level of improvement between Grade 4A (control) and Grade 4B
(intervention). Did the intervention group improve more than the control group and were the
improvements statistically significant?
In terms of the paired and independent t-tests, after the intervention, the intervention group had
shown in improvement in both sections A and B, as well as the combined total. The paired ttest showed statistically significant improvement for section A and the combined total. The
independent t-test showed statistically significant improvement for sections A and B, as well
as the combined total. Thus, the intervention group had improved more than the control group
with statistically significant results.
Tables 4.6 (paired t-test) and 4.7 (independent t-test) show statistically significant
improvements for the intervention group in section A and section B. The intervention using
translanguaging seemed to have proved to be beneficial in improving the learners’ reading
comprehension. This is supported by Makalela’s (2015c) position that when more than one
language is used to access the same content, the learners develop a deeper understanding of the
subject matter.
It can be concluded that in terms of reading and comprehension strategies, there was
statistically significant difference for both the paired t-test and the independent t-test. In
general, Grade 4B learners improved significantly in both section A and section B after the
intervention. The fact that the intervention group showed significant improvement in both
sections indicates that Grade 4B learners might have developed reading and comprehension
skills. These results align with Makalela’s (2015b) study on the use of translanguaging
techniques to facilitate reading development in the home language (Sepedi) and additional
language (English) in a primary school in a rural area. One of the findings from his study was
that the learners’ ability to produce and expand meaning of the original texts in the same
language improved. In his intervention, the learners reflected on their understanding of the text
they were asked to read in both their home language (Sepedi) and English. The current study,
using translanguaging in a similar manner, also showed improvement in learners’ reading
comprehension, as evidenced in the results of both the paired and independent t-tests.
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The next section discusses the efficacy of the intervention using quantitative data, based on the
intervention group’s (Grade 4B) responses to the questionnaire.
Learners’ questionnaire responses
As indicated in Chapter 3, learners were asked to fill in a questionnaire, which consisted of 10
questions that required learners to indicate their views on the integrated use of Sepedi and
English to improve their reading comprehension (research question 3). The internal consistency
and reliability of the instrument were measured using Cronbach’s alpha. A higher value of
Cronbach’s alpha signified that the instrument was reliable. According to Manerikar and
Manerikar (2015), if Cronbach’s alpha is ≥ .9 then it is excellent for use in high-stakes testing.
A Cronbach’s alpha of ≥ .7 is good and can be used for low-stakes testing, ≥ .6 is acceptable,
and ≤ .5 is unacceptable. The Cronbach’s alpha was above 5 and therefore considered fairly
acceptable.
Learners were asked to indicate their level of agreement regarding l0 issues relating to the
integrated use of Sepedi and English to improve their reading comprehension, on a five-point
Likert scale that ranged from 1 (strongly agree) to 5 (strongly disagree). The means and
standard deviations (SD) are given for each statement. Means below 2 are considered low and
rated positive, whereas means above 2 are considered high and rated negative. The descriptive
statistics with percentages, means and standard deviations are given below.
Table 4.8: Responses to 10 questions on the integrated use of Sepedi and English
Strongly
agree
N %
Q1:
I
enjoyed 28 80.0
reading the same
text in Sepedi and in
English.
Q2: I feel free and 11 31.4
confident to engage
with other learners
and my teacher
using Sepedi and
English
(translanguaging)
during reading.
Q3: I understand 22 62.9
reading
comprehension

Agree
Uncertain
N %
N %
7 20.0 0 0.0

Strongly
Disagree disagree Mean Std. Dev
N % N %
0
0.0 0 0.0 1.20
0.406

19 54.3 5

14.3

0

0.0

0

0.0

1.83

0.664

12 34.3 1

2.9

0

0.0

0

0.0

1.40

0.553
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questions
better
when important or
difficult words in the
English and Sepedi
passages were well
explained in Sepedi.
Q4:
If
all
assessments
are
conducted in both
Sepedi and English I
think I would do
better and get higher
marks.
Q5:
I
enjoyed
discussing
the
passages in Sepedi
and English with my
classmates during
reading
comprehension
lessons.
Q6: I would like all
Grade 4 teachers to
allow the use of both
Sepedi and English
during
reading
comprehension
lessons.
Q7: When I used
Sepedi and English
to understand the
passages we read, I
understood it better.
Q8: I felt very much
motivated
when
Sepedi and English
were allowed during
teaching
and
learning to discuss
the passages we
read.
Q9: Reading in
English and Sepedi
makes me want to
read more.
Q10: I can use
Sepedi to summarise
the story read in
English
because
difficult words were

19 54.3

14 40.0 2

5.7

0

0.0

0

0.0

1.51

0.612

19 54.3

13 37.1 3

8.6

0

0.0

0

0.0

1.54

0.657

19 54.3

9

25.7 4

11.4

3

8.6

0

0.0

1.74

0.980

17 48.6

13 37.1 5

14.3

0

0.0

0

0.0

1.66

0.725

21 60.0

8

22.9 4

11.4

2

5.7

0

0.0

1.63

0.850

26 74.3

8

22.9 1

2.9

0

0.0

0

0.0

1.29

0.850

20 57.1

12 34.3 2

5.7

0

0.0

1

2.9

1.57

0.850
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explained in Sepedi
during reading and
we were allowed to
discuss
the
comprehension
passage in Sepedi.
Summary
The learners’ responses to the questionnaire were highly positive with all the mean scores being
less than 2. The descriptive statistics showed that for question one, all the learners responded
in agreement that they enjoyed reading the same text in Sepedi and English. The mean score
was 1.20 and the standard deviation was 0.4. For question two, 85.7% of the learners (M=1.83;
SD=0.64) agreed that they felt free and confident in engaging with other learners and the
teacher. Fourteen percent (14.3%) were uncertain for question two. For question three, it was
also obtained that 97.1% of learners (M=1.40; SD=0.553) understood reading comprehension
questions better when important or difficult words in English were explained in Sepedi and 3%
were uncertain. The majority of learners (94.3%; M=1.51; SD=0.612) agreed with the
statement in question four: “If all assessments are conducted in both Sepedi and English, I think
I would do better and get higher marks.” Question five also had the majority of learners (91.4%;
M=1.54; SD=0.657) agreeing that they enjoyed discussing the passages in Sepedi and English.
For question six, only 8.6% (M=1.74; SD=0.980) disagreed that they would like all Grade 4
learners to allow the use of both Sepedi and English. The majority (80%) agreed, and 11.4%
were uncertain. Question seven also had the majority of learners (85.7%; M=1.66; SD=0.725)
agreeing that they understand better when Sepedi and English are used to understand the
passage. For question eight, 82.9% (M=1.63; SD=0.850) agreed that they felt highly motivated
when Sepedi and English were used to discuss the passage. The majority of learners (96%; M=
1.29; SD=0.850) agreed to the statement in question nine, that reading in English and Sepedi
makes them want to read more. For question ten, an overwhelming majority (91.4%; M=1.57;
SD=0.850) agreed that they can use Sepedi to summarise the story in English.
The overall responses to the statements show that learners hold positive views on the integrated
use of Sepedi and English to improve their reading comprehension. The descriptive statistics
showed that all the learners (100%) responded positively. All the mean scores are below 2,
which indicates that an overwhelming majority of the learners agreed with the statements and
gave positive responses. The 100% positive response confirms the statement given by
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Alexander (2012) that, using more than one language provides learners with versatility,
flexibility and multiple access points to knowledge.
The level of agreement of the intervention group (Grade 4B) is shown in the bar graph below.

Level of agreement
90,0%
80,0%
70,0%
60,0%
50,0%
40,0%
30,0%
20,0%
10,0%
0,0%

Strongly agree

Agree
Uncertain
Disagree
Strongly disagree

Figure 4.1: Bar graph showing level of agreement
In sum, considering the learners’ responses given in Table 4.8 and the bar graph in Figure 4.1,
the learners were positive about the integrated use of Sepedi and English. Their responses
pointed to several benefits of the intervention. They agreed that it improved their
comprehension. Only 8.6% of learners disagreed that they would like all teachers to allow them
to use both Sepedi and English during reading comprehension. In addition, only 14.3% of the
learners were uncertain that they understood the passage read when Sepedi and English were
used, and only 1% strongly disagreed that they use Sepedi to summarise the story they have
read in English. They also agreed that it provided enjoyment: 80% of the Grade 4B learners
strongly agreed that they enjoyed reading the same text in Sepedi and English and 20% agreed.
Furthermore, it was evident that the intervention increased the learners’ motivation. This is
shown in the fact that 74.3% of the learners indicated that reading in English and Sepedi makes
them want to read more, 82.9% stated that they were highly motivated when both languages
were used, and 85.7% stated that they felt more confident.
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Discussion
The results of the data show that Grade 4B learners (intervention group) acknowledge the
integration of Sepedi and English as helpful in reading comprehension. The learners’
overwhelming approval of the translanguaging approach confirms Makalela’s (2015b) theory
that when more than one language is used to access the same content, learners develop a deeper
understanding of the subject matter. The overall responses to the statements shown on the bar
graph above reflect positive views of the learners on the integrated use of Sepedi and English
to improve their reading comprehension. Eighty percent of the learners enjoyed reading the
same text in Sepedi and in English, hence they performed well in section B (sequence of events)
of the post-test, unlike the control group, which regressed. Sixty-three percent of the learners
strongly agreed and 34.3% agreed that they understand comprehension questions better when
important or difficult words in the English passage are well explained in Sepedi. This has been
proved by the independent results presented in the inferential statistics (post-test), which
showed that the intervention group (Grade 4B) performed better than the control group (Grade
4A). As explained by Guthrie (2008), the reader’s affect, such as motivation and attitude, plays
an important role in their reading comprehension. For example, an overwhelming majority
(83%) agreed the statement: “I felt very motivated when Sepedi and English were allowed
during teaching to discuss the passage we read”. The Grade 4B learners were also observed to
be generally enthusiastic and motivated during the intervention lessons. A similar observation
was made by Mokolo (2014) in a primary school in Limpopo Province, in a study on
translanguaging in Grade 3. Mokolo observed a teacher allowing and encouraging learners to
use their own language to make sense of unfamiliar stories and texts in English. The teacher
initiated peer interpretation, where learners were encouraged to understand the task by using
their mother tongue, which enabled them to participate actively in meaning-making. Learners
were allowed to talk to each other in their own language in an English lesson, and they were
encouraged to share their understanding with each other and learn from each other. The
observation is supported by Hidi and Harackiewicz’s (2000) suggestion that by focusing on the
interest of learners in the classroom, educators can find ways to foster students’ involvement
and increase the level of motivation and participation. The findings showed that learners
understood reading comprehension better when important or difficult English words were
explained in Sepedi. This confirms Cummins’ (2007) theory that cognitive/academic
underlying skills in L1 and L2 are assumed to be interdependent. Furthermore, Cummins
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(2000) supports the view that conceptual knowledge developed in one language helps to make
input in another language comprehensible.
The majority of the learners felt motivated and their confidence was increased when Sepedi
and English were integrated. This is supported by the study taken up by Hungwe (2019), which
found that encouragement during class discussion to use students’ linguistic and cultural
background helped the students to grasp the general meaning of an article. It further confirms
Guthrie and Knowles’s (2001) explanation that learners who have higher levels of intrinsic
motivation are more likely to use cognitive strategies and to be more self-regulating.
Furthermore, the learners’ positive views are supported by Alexander’s (2012) argument that
the use of more than one language provides learners with versatility, flexibility and multiple
access points to knowledge. This is supported by the study by Creese and Blackledge (2010),
which showed that as participants engage in flexible bilingualism, the boundaries between
languages become permeable. In their study, they observed that teachers and students
constructed and participated in a flexible bilingual pedagogy in assemblies and classrooms of
Chinese and Gujarati community language schools in the United Kingdom.
The pictures below show learners actively involved in class and competing with each other to
post keywords with similar meanings in English and Sepedi on the chalkboard during one of
the intervention lessons. One of the outputs of the translanguaging intervention was the
learners’ ability to reproduce and expand the meanings of keywords in Sepedi and match them
with keywords in English.

Figure 4.2: Pictures showing learners’ participation
The pictures above show learners’ participation and indication of understanding of the text.
They were asked to read and underline keywords and give their meaning in both their home
language (Sepedi) and English. As shown in the picture, production of keywords in Sepedi
gave the learners a sense of ownership and confidence as co-producers of knowledge. Learners
were highly motivated in executing the activity. Studies of children’s reading and
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metacognition (planning and reviewing strategies) suggest that skilled readers are dynamic
readers who predict what is going to happen in the text. The learners read the title of the story
and predicted what the text would be about. This is justified by Block (2004) and Pearson and
Duke (2002), who assert that prediction strategies help promote overall story understanding, as
well as engagement with the text information during reading. This also enables readers to verify
their understanding of the text.

Presentation of teachers’ data
Socio-demographic characteristics of the teachers
The first part of the questionnaire required teachers to indicate their socio-demographic
characteristics, including age, gender, professional qualifications, teaching experience and the
subject and grade they teach. The analysis of the teachers’ socio-demographic data showed that
all of them have a teaching qualification (Senior Teachers Diploma) and were qualified to teach
Grade 4—either one of the languages (English and Sepedi) or the content subjects (Natural
Sciences, Social Sciences and Mathematics). Of the six teachers who participated, five (83%)
were between 25 and 35 years old and one was between 35 and 40 years old. The majority of
the teachers (83%), that is five of them, had six to ten years of teaching experience, while one
had 11–25 years. Thus, all six participants had adequate teaching experience. This information
is presented in Table 4.9 below.
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Table 4.9: The socio-demographic characteristics of teachers
Variable
Age

Category
25–35 years A
35–40 years B

Number
5
1

%
83
17

Gender

Male
Female

3
3

50
50

Professional qualifications
Academic qualification

Senior Teachers Diploma
Undergraduate
Postgraduate
English C
Sepedi D
Social Sciences E
Natural Sciences F
Mathematics G

6
1
5
2
1
1
1
1

100
17
83
32
17
17
17
17

Teaching experience

6–10 years H
11–25 years I

5
1

83
17

Grade

4

6

100

Subject taught

Quantitative analysis of teachers’ responses to the questionnaire
The questionnaire consisted of an open-ended section and a closed-ended section. For the
closed-ended section, the teachers were asked to indicate their level of agreement regarding
five issues on the use of translanguaging as a pedagogical approach to improve learners’
reading comprehension of English and Sepedi texts. The closed-ended questionnaire (section
1) consisted of five questions on a five-point Likert scale that ranged from 1 (strongly agree)
to 5 (strongly disagree) and five questions for the open-ended section in which teachers
provided their general views. The questionnaire is provided in Appendix I.
The internal consistency and reliability of the instrument was measured using Cronbach’s
alpha. A higher value of Cronbach’s alpha signified that the instrument was reliable. According
to Manerikar and Manerikar (2015), if Cronbach’s alpha is ≥ 0.9 then it is excellent for use in
high-stakes testing. A Cronbach’s alpha of ≥ .7 is good and can be used for low-stakes testing,
≥ 0.6 is acceptable, and ≥ 0.5 is unacceptable. The Cronbach’s alpha for the teachers’
questionnaire was 0.8 and therefore considered good, and thus the instrument was reliable.
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Descriptive statistics of teachers’ closed-ended questionnaire responses
The descriptive statistics of the teachers’ responses stating their opinions on the use of
translanguaging as a pedagogical approach to improve learners’ reading comprehension of
Sepedi and English texts are presented below. The responses were measured on a five-point
Likert scale that ranged from 1 (strongly agree) to 5 (strongly disagree). A mean below 2 was
rated positive in agreement with the statement, whereas a mean above 2 meant that teachers
were in disagreement. The descriptive statistics with percentages, means and standard
deviations are given in Table 4.10.
Table 4.10: Means and standard deviation of teachers’ questionnaire responses

Q1: I have observed
learners using both
Sepedi and English
during reading
comprehension
lessons in the
classroom.
Q2: I allow learners
to discuss in Sepedi
as well as the
language of learning
and teaching,
English.
Q3: I usually use
Sepedi as well as the
LoLT (English) to
explain concepts and
ideas if it seems
learners have not
grasped them.
Q4: I usually give
learners the
opportunity to
explain to each other
in Sepedi when I
notice that some
learners have not
grasped the concept
in English.
Q5: I always
encourage other

Strongly
agree
N %
4 66.7

Agree
N %
2 33.3

Uncertain
N %
0 0.0

Disagree
N %
0 0.0

Strongly
disagree
N %
0 0.0

4

66.7

2

33.3

0

0.0

0

0.0

0

3

50.0

2

33.3

0

0.0

1

16.7

6

100.0

0

0.0

0

0.0

0

4

66.7

1

16.7

0

0.0

1

N

Mean

SD

6

1.33

0.516

0.0

6

1.33

0.516

0

0.0

6

1.83

1.169

0.0

0

0.0

6

1.00

0.000

16.7

0

0.0

6

1.67

1.211
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teachers to allow
learners in Grade 4
to discuss the
comprehension in
Sepedi and later
answer related
questions in English.
Summary
The teacher’s responses to the questionnaire were overwhelmingly positive with all the mean
scores being less than 2. The descriptive statistics showed that for question one, four educators
agreed that they had observed learners using both Sepedi and English during reading. The mean
score was 1.33 and the standard deviation was 0.5. For question two, 66.7% of the teachers
agreed (M=1.33; SD=0.5) that they allow learners to discuss in Sepedi as well as the LoLT,
English. For question three it was obtained that 83.3% of teachers (M=1.83; SD=1.1) used
Sepedi as well as English to explain concepts and ideas if it seemed learners had not grasped
them. Sixteen percent (16.7%) disagreed. All the teachers that is 100% (M= 1.00; SD= 0.00),
agreed with the statement in question four: “I usually give learners the opportunity to explain
to each other in Sepedi when I notice that some learners have not grasped the concept in
English”. For question five, only 16.7% (M=1.67; SD=1.2) disagreed.
The overall responses to the statements show that teachers hold positive opinions on the use of
translanguaging as a pedagogical approach to improve learners’ reading comprehension of
English and Sepedi texts. All the mean scores are below 2, which indicates that an
overwhelming majority of the teachers agreed with the statements and gave positive responses.
Discussion
The, majority of the teachers agreed that they had observed learners using both Sepedi and
English in the classroom during reading comprehension lessons. The study conducted by
Hamman (2018) in an English and Spanish lesson at an elementary school, a K-2 public
institution in a midwestern U.S. city, confirms this statement. It shows how a teacher used
translanguaging to support learners in sharing their ideas and making sense of new content in
their bilingual environment. Hamman’s finding showed that learners were actively engaged in
translanguaging for both social and academic purposes. Learners were observed sharing their
thoughts and working with peers in the language of their choice.
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With regard to allowing learners to discuss in Sepedi as well as English (question two), all six
teachers (100%) indicated that they do allow learners to discuss in Sepedi as well in English.
This is supported by the study conducted by Charamba (2020) in a Natural Sciences class at a
public high school in Viljoensdrift, where learners were given academic tasks to do in groups
and were allowed and encouraged to use their mother tongue (Sotho) during the discussions
and to translate their final responses into English, the LoLT. Charamba (2020) concluded that
scientific knowledge can be discussed in any language and the use of translanguaging gives
multilingual students equal opportunities to partake in class discussions, resulting in better
comprehension of scientific concepts. On whether the teachers usually use Sepedi and English
to explain concepts and ideas (question three), 88.3% agreed that they do use both languages
to explain concepts. Similarly, Creese and Blackledge (2010) report of teachers who narrated
a story in Mandarin, keeping to the storyline, and explained the story in English, emphasising
the story’s moral. They point out that the use of bilingual questions, repetition and translation
across languages, and simultaneous literacies to engage students, establishes students’ identity
positions, keeps the pedagogic tasks moving, and negotiates meaning in the school classrooms.
On whether teachers give learners opportunities to explain to each other in Sepedi (question
four), all the teachers agreed that they do allow learners to explain to each other in Sepedi when
they notice that some learners have not grasped the concept in English. This confirms Garcia’s
(2009) statement that translanguaging is indeed a powerful mechanism to construct
understanding, to include others, and to mediate understanding across the group. With regard
to whether teachers encourage each other to allow learners in Grade 4 to discuss the given
passage in Sepedi, and later answer related questions in English (question five), the majority
(83.4%) agreed.
These results show that the majority of the teachers have some form of translanguaging going
on in their classrooms. The overwhelmingly positive response to question four could be related
to reading comprehension and for explanation purposes. The level of agreement of the teachers
for the closed-ended questionnaire is presented in the bar graph, Figure 4.3, below.
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Teachers' level of agreement
120,0%
100,0%

Axis Title

80,0%
60,0%
40,0%
20,0%
0,0%
Q2 I allow learners
to discuss in
Sepedi as well
as the language of
learning and
teaching, English

Q3 I usually use
Sepedi as well as
the LoLT (English)
to explain
concepts and ideas
if it seems learners
have not grasped
them

Q4 I usually give
leaners the
opportunity to
explain to each
other in Sepedi
when I notice that
some learners
have not grasped
the concept in
English.

Q5 I always
encourage other
teachers to allow
learners in Grade 4
to discuss the
comprehension in
Sepedi and later
answer related
questions in
English.

66,7%

66,7%

50,0%

100,0%

66,7%

Agree

33,3%

33,3%

33,3%

0,0%

16,7%

Uncertain

0,0%

0,0%

0,0%

0,0%

0,0%

Disagree

0,0%

0,0%

16,7%

0,0%

16,7%

Strongly disgree

0,0%

0,0%

0,0%

0,0%

0,0%

Q1 I have
observed learners
using both Sepedi
and English
during reading
comprehension
lessons in the
classroom
Strongly agree

Figure 4.3 Teachers’ responses to closed-ended questionnaire

Table 4.10 and Figure 4.3 above show that the teachers’ answers to the questionnaire in relation
to their opinions on the use of translanguaging as a pedagogical approach to improve learners’
reading comprehension in English and Sepedi were very positive and that teachers were in
favour of using translanguaging to assist with learners’ comprehension.
Responses from teachers on their opinions on translanguaging showed that the concept might
have been acknowledged as a useful strategy to improve the reading comprehension of Grade
4 learners. These results show that most of the teachers are willing to allow learners to engage
in translanguaging during reading comprehension lessons. Questions one, two, four and five
yielded high results of strongly agree. The table shows 0% uncertain responses for all
questions. All the teachers had observed learners using both Sepedi and English during reading
comprehension lessons in the classroom. The results of the data show that most of the teachers
use translanguaging during reading comprehension and allow learners to use Sepedi and
English during discussions. The results confirm the statement made by Zapata and Laman
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(2016) that opening up opportunities for translanguaging in the classroom sends an important
message to emergent bilinguals that their multilingual practices and their experiences are
essential and meaningful to their development and learning
Qualitative analysis of teachers’ open-ended questionnaires
Responses to the five open-ended questions on translanguaging as a pedagogical approach to
improve learners’ reading comprehension in English and Sepedi were analysed using recurrent
themes and in relation to the literature on translanguaging. The qualitative data were included
to gain more insight into teachers’ opinions on translanguaging. During data analysis, the
researcher compared all the responses to the questionnaire and coded themes that emerged. The
findings that were obvious were also sorted, and the most compelling evidence that addressed
research question 4 were selected. The responses were compiled first to determine whether a
respondent was for or against translanguaging and to determine the common threads of each
response. Pseudonyms have been used to present the teachers’ responses. The questions are as
follows:
Question 6: If you have used the home language in addition to English in your classes as a
teacher, briefly explain how this approach has been beneficial or not in improving learners’
reading comprehension.
Question 7: As a teacher, do you think allowing learners to use their home language during
discussions in class helps to promote understanding? If yes, why? If no, why not?
Question 8: What are your views as a teacher regarding the use of English as the only language
of learning and teaching in Grade 4?
Question 9: Suggest ways in which Sepedi and English (translanguaging) can be used more
effectively to improve the reading comprehension of learners.
Question 10: In your words, describe in which situation using Sepedi and English for teaching
is beneficial and which situation it is disadvantageous.
Question six was aimed at finding out the comprehension benefits of using more than one
language for teaching and learning in the classroom. The data showed that five of the six
teachers (83%) had used more than one language for teaching and learning. One teacher (17%)
did not respond to this question. The five teachers who responded reported that using the home
language in addition to English (LoLT) has been beneficial to them because their learners
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participate better, seem to understand better and are more confident when expressing their
opinions. It helped their learners to develop English and Sepedi vocabulary. Makalela (2015c)
points out that when more than one language is used to access the same content, the learners
develop a deeper understanding of the subject matter. In addition, using a home language and
the target language for teaching was considered by the majority of teachers (83%) as a strategy
that promotes understanding. Phuti, a female teacher between 23 and 35 years of age who
teaches Social Sciences, reported: “Using more than one language in my classroom has helped
my learners gain better understanding, and more confidence in expressing their opinion,
because they are able to use their home language/mother tongue to explain what was taught in
class.” This lends support to García’s (2009) suggestion that in a multilingual context, the
home language can be used during the introduction phase to allow learners to engage in their
linguistic repertoires based on different cultures. The teachers’ responses showed a general
consensus that using the home language in addition to the LoLT in their classes promotes
understanding of concepts and difficult vocabulary, as well as increasing the learners’
confidence.
Question seven was aimed at seeking teachers’ thinking regarding allowing learners to use
Sepedi (home language) during discussion and how it helps to promote understanding. The
data showed that all the teachers allow learners to discuss in their home language. They
indicated that discussion in the classroom becomes lively as most learners are actively involved
and seem to understand the content better in their home language. This confirms the argument
by Alexander (2012) that using more than one language provides learners with versatility,
flexibility and multiple access points to knowledge. The responses from teachers, “Some
learners, especially the slow learners, won’t’ cope and won’t understand at all if we use
English as the language of learning and teaching” and “We all think in our language before
we could translate our thought to English”, show that the teachers valued the usage of home
language as it promotes understanding.
Question eight of the questionnaire sought teachers’ views regarding the use of English as the
only LoLT in Grade 4. The responses showed that (50%) of the teachers view using English as
the only LoLT as disadvantaging most of the learners as they cannot express themselves
properly in English. In other words, the teacher’s responses show that the learners have low
language proficiency in the English language, in particular CALP. The teachers further
indicated that the majority of the learners are slow learners and would not cope well
academically if only English were used in the classroom. In his response, Lesiba (male Natural
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Sciences teacher) wrote: “Some learners, especially the slow learners won’t cope and won’t
understand at all if we use English as the only language of teaching and learning.” Kgabo
(female Mathematics teacher) wrote: “I think using English only as a LoLT in Grade 4 will
promote memorising but not understanding. Learners will understand very little of the subject
matter.” Kwena (female English teacher) preferred the use of home language, but in specific
domains. She stated that “Learners need to be allowed the chance to express themselves in
whatever language to stimulate thinking and learning so that they can make a relation between
languages but teachers need to be careful not to teach subject in home language but rather use
it to check progress and understanding.” According to Mologadi (female Natural Sciences
teacher), the home language can be used among the learners to help understanding and for the
teacher to check for understanding, but not for teaching. It seems that, being an English
language teacher, she argues for proficiency in the language.
The other 50% of the teachers were of the view that English should be the only LoLT in Grade
4 because English is used as a medium of instruction in school and it is the language for
communication. It is also the language for examinations, tests and all assessments. Phuti (male
Social Sciences teacher) stated: “I think that this would be a great idea to implement and since
English is the medium of communication for tasks, and examinations are also written in
English, this would only be beneficial to learners in terms of understanding English better and
overall progress.” Pinkie (female Sepedi teacher) wrote: “It is good because their level of
understanding is increased, so they extend their views in the knowledge of the subject.”
Mokgethoa (male English teacher) wrote: “Learners must be taught in English and practice
English even at home when communicating.”
Question nine of the questionnaire sought suggestions on ways in which Sepedi and English
can be used more effectively to improve the reading comprehension of learners. The responses
from the six teachers are given below:
Phuti wrote: “Write words in Sepedi and convert to English every time. Sometimes learners
are able to grasp when you communicate in Sepedi and then to English.”
Kgabo wrote: “Let learners find the words they don’t understand in the comprehension
passage. Let them find the meaning of those words in both English and Sepedi dictionary.
Learners should develop their own dictionaries whereby they will be writing the meaning of
the words they do not understand in both English and Sepedi.”
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Mologadi had this to say: “After learners have read a comprehension passage several times,
they should be allowed to give a summary orally or written task in their home language
(Sepedi) and the write it in English because they then don’t need to constantly go back and do
reference checks on what happened in comprehension passage because it is registered in their
mind.”
Mokgethoa wrote: “Translanguaging should not be done only on comprehension test, but in
all subjects.” Mokgethoa does not state how it can be used but merely suggests that it should
be used in all subjects.
Matsobane wrote: “The use of teaching aids will make the work easier. The teacher shows the
learners the word in Sepedi or English and request the learners to explain it.”
Pinkie wrote: “If it is Sepedi lesson, English words should also be used and also during English
lesson, Sepedi words should be used to promote understanding of concepts.”
The teachers seem to have positive opinions about translanguaging as a pedagogical strategy
in reading comprehension and across other subjects.
Responses to question ten, which asked teachers to describe situations in which using Sepedi
and English for teaching is beneficial and in which it is disadvantageous, are presented in Table
4.11 below.
Table 4.11: Benefits and disadvantages of using Sepedi and English

Beneficial:

Disadvantageous:

Matsobane wrote: “It is beneficial Matsobane wrote: “If the teacher does
whereby
learners
do
not not understand or speak Sepedi”
understand certain words in
English.”
Kgabo wrote: “It is also a great Kgabo wrote: “In tertiary learners will
advantage because I check their find it difficult to communicate in
understanding in both languages” English”.
Mokgethoa wrote: “It is beneficial Mokgethoa
wrote:
“It
is
for learners to understand what disadvantageous if the teacher does not
they learn first in their home know Sepedi.”
language”
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Pinkie wrote: “It is beneficial Pinkie wrote: “Assessment is in English
because learners understand what only.”
they learn.”
Mologadi wrote: “It is beneficial
to learners because they think in
Sepedi before they can express
themselves in English”

Mologadi wrote: “Sepedi is not used
countrywide, areas where English is
only used it will be difficult to express
oneself. Learners who cannot express
themselves in English will never
interact with the English speakers.”

Phuti wrote: “Learners will Phuti wrote: “Learners will only grasp
understand the passage very well Sepedi words and will be unable to
and will be able to answer write in English”
questions in Sepedi and English.”
Summary
Responses from teachers regarding their opinions on translanguaging showed that the concept
might have been acknowledged as a useful strategy to improve the reading comprehension of
Grade 4 learners. These results show that most of the teachers are willing to allow learners to
engage in translanguaging during reading comprehension lessons. Questions one, two, four and
five yielded high results of strongly agree. The table shows 0% uncertain responses for all
questions. There is a small percentage (7.7%) of teachers who have not observed learners using
both Sepedi and English during reading comprehension lessons in the classroom. The majority
of teachers (61.5%) have observed the learners using both languages in discussions.
The results of the data show that most of the teachers use translanguaging during reading
comprehension lessons and allow learners to use Sepedi and English during discussions. Two
sets of data were gathered in order to answer research question 4: What are the teacher’s
opinions on the use of translanguaging as a pedagogical approach to improve learners’ reading
comprehension in both English and Sepedi texts? The quantitative data presented in the bar
chart (Figure 4.3 above) represent teachers’ responses of strongly agree, agree, uncertain,
disagree and strongly agree to questions from the questionnaire. The results of the qualitative
data also provided teachers’ suggestions for how translanguaging can be used as a pedagogical
strategy to improve reading comprehension. One important suggestion was that
translanguaging should be used across the curriculum and not only in reading comprehension.
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Discussion
The questionnaire helped to investigate opinions on the use of translanguaging as a pedagogical
approach to improve learners’ reading comprehension in English and Sepedi. The results of the
data show that most of the teachers use translanguaging as a pedagogical strategy. They allow
learners to use Sepedi and English during reading comprehension lessons. The teachers
appreciate the use of home language in teaching as they claim that it promotes understanding.
This supports Baker’s (2003, 2011) view of translanguaging as the process of making meaning,
shaping experience, and gaining understanding and knowledge through the use of two
languages. Makalela (2015c) also contends that when more than one language is used to access
content, learners develop a deeper understanding of the subject matter. However, it may be that
concepts learnt in the stronger language (Sepedi) can also contribute to the development of the
weaker language (English). If teachers see the value of using the home language alongside
English in the classroom and are already doing so, then measures should be taken to enable
them to use the approach in a more systematic and structured way.
As shown in the results, all the teachers indicated that discussions in the classroom become
lively when two languages (home language and English) are used, as most learners are actively
involved and seem to understand the content better. It seems to ignite their thinking and
increase their self-confidence. This supports Alexander’s (2012) argument that using more than
one language provides learners with versatility, flexibility and multiple access points to
knowledge. The responses show that the teachers value the usage of home language as it
promotes understanding. Although teachers are positive about using two languages as a
pedagogical tool, one female teacher stated that the use of translanguaging is advantageous
only during teaching and learning but that it is not beneficial when assessment is done only in
English.
One of the male teachers suggested that translanguaging should not only be used for reading
comprehension lessons, but in all subjects, including Mathematics and Science. In his view,
since it seems to be a useful pedagogical strategy, it should be used across the curriculum.
Another suggestion by a female teacher was that there should be proper planning when using
translanguaging. The results of the data show that most of the teachers use the home language
and English for teaching and learning. However, because they have not been formally
introduced to the concept, these teachers might be using it in an ad hoc and haphazard manner.
Li (2017) cautions that translanguaging should be a planned, systematic use of two languages
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for both teaching and learning. Furthermore, Childs (2016) argues that translanguaging is a
means of providing planned and systematic use of learners’ home language and the LoLT in
order to foster meaning-making and learning. Translanguaging should not be used haphazardly;
rather, the use of languages should be well planned to make learning meaningful.
The resulting cognitive and affective themes identified are as follows:
Cognitive outcome
Translanguaging gives learners a better understanding of what is read, as well as skills in
thinking, remembering, applying, evaluating and creating. Furthermore, for vocabulary
development, Creese and Blackledge (2010: 111) offer some hints for translanguaging,
explaining that “the term is given in one language and explained in another language.” Baker’s
(2011) observation about the value of translanguaging in enhancing higher planes of cognition
is instructive in that “to read and discuss a topic in one language, and then to write about it in
another language, means that the subject matter has to be processed and digested” (Baker,
2011: 289). This is supported by Kendeou, Van den Broek, Helder and Karlsson (2014), who
contend that to understand a sentence one must visually process the individual words, identify
and access their phonological and semantic representations and connect these representations
to form an understanding of the underlying meaning. Translanguaging enables learners to
engage in this process using both the home language and English to obtain meaning and achieve
the outcome of understanding. García (2009) states that translanguaging in a bilingual
classroom helps to facilitate effective learning of content and languages.
Affective outcome
Translanguaging builds learners’ confidence in expressing themselves and encourages active
participation. This is supported by the study undertaken by Makalela (2015b), in which
retelling of the story through three texts gave the learners an opportunity to move back and
forth between the languages and produce the three inputs: English, Sepedi and alternation
between Sepedi and English. Production of a Sepedi output from the Sepedi text gave the
learners a sense of ownership and confidence as co-producers of knowledge. Makalela (2015b)
further maintains that one identifies one’s voice through rewriting, summarising, retelling and
evidence of a deepened comprehension of the text. In his intervention, he observed that the
learners publishing their work on the wall was competitive and required a continued effort to
read in one language and write in a different language. The teacher involved in the intervention
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also observed learners going to the wall to read each other’s work during the study time or at
any time they had a break. The teacher usually saw many of them going to the corner without
him sending them there. He believed they were doing so because they were the producers of
the texts. Makalela (2015b) points out that the teacher was aware that publication of the
learners’ texts was an effective way of promoting incidental reading. Nandi and Snyman (2017)
support this, noting that when children are motivated to read, they tend to enjoy reading and
gain confidence in their ability to read. Thus, translanguaging empowers both the learner and
the teacher, transforms the power relation, and focuses the processes of teaching and learning
on making meaning, enhancing experience, and developing identity (García, 2009; Creese &
Blackledge, 2010). As Guthrie and Knowles (2001) point out, learners who have higher levels
of motivation are more likely to use cognitive strategies and to be more self-regulating.

Integration of learners’ test results and questionnaire responses, and
teachers’ closed- and open-ended questionnaire
Findings from the quantitative data revealed a positive effect of the intervention. The
qualitative data gave a deeper understanding of the findings from the quantitative data. The
two data sets (quantitative and qualitative) are discussed in relation to each other below to show
how translanguaging as a pedagogical strategy can yield positive results in reading
comprehension.
The quantitative data were analysed using descriptive and inferential statistics. T-test results
from the learners’ comprehension tests showed that translanguaging in reading lessons
improved the reading comprehension of the intervention group during the intervention
(§4.2.2.2). Descriptive statistics from the learners’ questionnaire responses showed that the
intervention group (Grade 4B) had benefited from the integrated use of Sepedi (home language)
and English (LoLT), and learners were very positive about the translanguaging approach used
for the intervention (§4.2.3). Descriptive statistics from the teachers’ closed-ended
questionnaires pointed to positive views and opinions on using translanguaging as a
pedagogical strategy in reading comprehension (§4.3.2.1). Additional findings from the
teachers’ questionnaire responses showed that a majority of the teachers do use both English
and the home language (Sepedi) in teaching and learning and allow learners to use both
languages as well. The teachers have found the integrated use of the two languages useful in
improving learners’ understanding and were very positive about such an approach. The
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findings from the learners’ test results, as well as the teacher and learner questionnaires, lend
evidence to the argument that the use of translanguaging is beneficial in improving learners’
reading comprehension.
The qualitative data from the teachers’ open-ended questionnaire were analysed and
summarised under cognitive and affective themes. The responses showed that the teachers were
positive about the use of the home language and English for teaching and learning purposes
and reported cognitive (understanding, comprehension, facilitation of learning, etc.) and
affective (confidence, motivation, increased participation, etc.) benefits. Learners’ responses
to the questionnaires gave important insights into how the integration of Sepedi and English
used in the intervention impacted their reading comprehension of English and Sepedi texts.
Thus, findings from the qualitative data (open-ended questionnaire) revealed positive opinions
of translanguaging as a pedagogical strategy from the perspective of teachers and gave deeper
understanding of the findings from the quantitative data.
The use of translanguaging as a pedagogical strategy in the intervention was aimed at giving
learners a deeper understanding of texts and a higher level of comprehension. Learners
indicated that they understood the reading comprehension questions better when keywords or
difficult words in English were explained in Sepedi. A majority of the learners reported that
they felt free and confident to engage with other learners and their teacher when using Sepedi
and English during the reading lessons. A study of learners’ language learning preference
conducted by Bartlett (2017) lends support to this finding. Bartlett (2017) investigated learners’
opinions about the incorporation of their L1 (Japanese) into the L2 (English) classroom. The
study found that learners preferred to have the option of using Japanese with the teacher that it
allowed for them to feel more confident and comfortable trying to communicate. Furthermore,
the study found that learners were better able to grasp the concept being taught if they heard it
explained in Japanese by the instructor, who could use both languages as teaching tools.
The reports given by the teachers that they allow learners to discuss in Sepedi as well as English
(LoLT) to gain understanding is in line with Cummins, Baker and Hornberger’s (2001)
argument that, through children’s L1 experience, they are likely to develop an understanding
of concepts they encounter in their L2 reading.
In summary, the qualitative data clarified the quantitative findings and shed light on how the
differences between the control and intervention groups occurred, as well as how the relatively
higher improvement for the intervention group was achieved. Learners’ and teachers’
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responses to questionnaires supported the positive effect of translanguaging as a pedagogical
strategy in reading comprehension.

Conclusion
This chapter presented the findings of the study. Results of the quantitative findings of the
comprehension test shed light on the reading proficiency levels of the cohort of Grade 4
learners and showed that there was a statistically significant difference between the control
group and the intervention group, with the intervention group demonstrating higher reading
proficiency levels after the intervention. Results of the quantitative findings from learners’ and
teachers’ questionnaires, as well as the qualitative findings from teachers’ questionnaires, shed
more light on the use of both the home language and the LoLT (i.e. translanguaging) as a
pedagogical strategy in reading comprehension.
The next and final chapter concludes the dissertation by summarising the main issues of the
investigation, summarising the answers to the research questions posed in Chapter 1, discussing
the limitations of the research, and making a number of recommendations.
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Conclusion
Introduction
Reading comprehension is critical for the academic performance of all learners, particularly
Grade 4 learners. Grade 4 is a crucial stage for the majority of South African children because
they start their learning from Grade 1 to 3 in their home language (mother tongue) and then
switch to English in Grade 4. Therefore, for the majority of learners entering Grade 4, the LoLT
changes from their home language to English, resulting in more than 80% of the learners being
taught in a second language (mostly English, which is a first language for less than 10% of the
population) (Van Staden & Howie, 2008: 3). Ultimately, learners who cannot read for meaning
in English in Grade 4 are at risk of failing to proceed to the next grade, which may impede their
subsequent academic progress.
Thus, the aim of this research study was to evaluate the use of translanguaging as a pedagogical
strategy to improve the reading comprehension of Grade 4 learners at Paxana Primary School.
The main objectives were to (1) determine the reading proficiency level of the cohort of Grade
4 learners; (2) outline and administer a reading intervention using both Sepedi and English in
a translanguaging approach for instruction; (3) investigate learners’ views on the integrated use
of Sepedi and English to improve their reading comprehension of English and Sepedi texts; (4)
investigate teachers’ opinions on the use of translanguaging as a pedagogical approach to
improve learners’ reading comprehension; and (5) determine the effectiveness of
translanguaging as a pedagogical approach to improve learners’ reading comprehension in both
English and Sepedi. In relation to the aim and objectives, the following research questions were
formulated.
1. What is the reading proficiency level of the cohort of Grade 4 learners?
2. What teaching approach can be used to improve Grade 4 learners’ reading
comprehension of Sepedi and English texts?
3. What are learners’ views on the integrated use of Sepedi and English to improve their
reading comprehension in English and Sepedi?
4. What are teachers’ opinions on the use of translanguaging as a pedagogical approach
to improve learners’ reading comprehension?
5. How effective is the use of translanguaging as a pedagogical strategy to improve
learners’ reading comprehension in both English and Sepedi?
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In gathering information to answer the research questions, the researcher used both quantitative
and qualitative methods. Learners wrote a reading comprehension test to answer the first
research question. For the teaching approach, a translanguaging programme was designed to
answer the second research question. In addition, learners completed questionnaires that were
analysed quantitatively to answer the third research question. To answer the fourth research
question, teachers were given questionnaires with the first (closed-ended) section analysed
quantitatively and the second (open-ended) section analysed qualitatively. Finally, the learners’
pre- and post-test results, as well as the teachers’ and learners’ responses to the questionnaires
were integrated to answer the last research question. This chapter endeavours to establish the
extent to which the research questions have been answered in order to draw conclusions from
the findings. The chapter will restate the research problem and sum up the theoretical and
conceptual framework. The findings will be summarised, conclusions will be drawn, some
limitations of this research will be spelt out, and the significance and implications of the study
will be highlighted before recommendations are made.

Research problem and theoretical framework
Various studies and assessments of most South African learners show poor reading proficiency
levels. The 2016 PIRLS results showed that 78% of South African Grade 4 learners were not
able to reach the lowest benchmark (Howie et al., 2017). South African Grade 4 learners
achieved an average score of 253 in the PIRLS 2006, which was far below the fixed
international score of 500 (Howie et al., 2012). The learners who did not obtain the lowest
benchmark failed to locate explicit information or reproduce information from a text (Howie
et al., 2012). The learners’ failure to correctly answer basic comprehension questions may
indicate their inability to read on their own and/or understand basic information in the text
(Howie et al., 2017). A report by the Minister of Education on the 2016 PIRLS results showed
low reading levels of South African learners in all provinces, with Limpopo Province (the
province in which the study was undertaken) having the highest percentage (90%) of learners
with low reading proficiency (Howie et al., 2012).
In Grade 4, learners are required to read for comprehension in the LoLT, English. However,
most of the learners cannot read for meaning at this level, either in their home language or in
English. One of the reasons for this poor reading ability is the transition from Grade 3 to Grade
4, where there is a switch from home language to English as the LoLT. Makalela’s (2012) study
on the reading proficiency of learners in schools around Polokwane in Limpopo Province found
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that the learners had low reading proficiency in both English and Sepedi. The learners in
Limpopo Province are not alone in facing this reading dilemma, as the problem exists in other
provinces as well. Various attempts have been made to address this educational challenge in
South African schools.
In attempting to find a solution to this reading challenge for learners in schools situated in rural
areas, this study used translanguaging as a pedagogical strategy, using both Sepedi and English
to improve Grade 4 learners’ reading comprehension. Integration of Sepedi and English was
used for instruction to develop learners’ reading proficiency.
The pedagogical strategy labelled translanguaging binds the two (or more) languages together,
“fosters the dynamic and integrated use of bilingual students’ languages” (Lasagabaster &
García, 2014: 557), and creates a space in class where languages are smoothly incorporated
and naturally accepted as a “legitimate pedagogical practice” (Lasagabaster & García, 2014:
1). In this study the researcher used translanguaging as a pedagogical strategy in the
intervention group, where learners participated in peer discussions and interactions with the
researcher in the two languages. During reading, Sepedi words were used alongside English
words. In order for learners to understand the words in English better, pictures were placed
next to each word as this was seen by the researcher as the easiest way to explain the meaning
of a word to learners. Learners were able to confidently summarise the story orally in Sepedi
and in English. This confirms García and Li’s (2014) explanation that not only does
translanguaging promote comprehension of the content being taught, but it reinforces the
weaker language as well. Another technique used in translanguaging entails that “the term is
given in one language and explained in another language” (Creese & Blackledge, 2010: 111,
112). In this study, English terms were explained in Sepedi.
Cummins’ (2000) dual iceberg theory was used as a theoretical framework and guiding
principle for the current research because its theoretical perspective and factors relate to the
research problem. The theoretical framework explains that cognitive academic language
proficiency (CALP), as the name suggests, is the basis for learners’ ability to cope with the
academic demands placed upon them in the various subjects. Cummins (2000) emphasises that
conceptual knowledge developed in one language helps to make input in the other language
comprehensible. For example, if a learner already understands the concepts of ‘justice’ or
‘honesty’ in their own language, all they have to do is acquire the labels for the terms in English.
The words ‘accident’, ‘wound’, ‘unconscious’, ‘infection’, ‘award’ and ‘aid’ were acquired in
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Sepedi. Hoshino and Thierry (2011, 2012) concur that while one language is being used, the
other language does not remain dormant; instead, it becomes activated. In other words, the
stronger language assists the weaker one. Thus, learners’ HL (Sepedi) and LoLT (English)
were used interdependently to improve their reading comprehension. This is supported by
Baker’s (2003, 2011) definition of translanguaging as a process of making meaning, shaping
experience, and gaining understanding and knowledge through the use of two languages (L1
and L2) if the reader has them at their disposal. Based on Cummins’ (2007) theory that
cognitive academic proficiencies underlying literacy skills in L1 and L2 are assumed to be
interdependent, the interdependence of Sepedi and English was used during the intervention.
Sepedi was used to promote understanding, and production was in English. Thus, the study,
conducted with Grade 4 learners at Paxana Primary School, was in line with the
interdependence theory.

Summary of results
In order to answer the five research questions highlighted in the introduction, both quantitative
and qualitative data were collected. Learners wrote the 2014 ANA test and completed a closedended questionnaire. The participants were 70 learners, 35 in Grade 4A (control group) and 35
in Grade 4B (intervention group), from a primary school in Limpopo Province. To give further
insight into the information obtained from the learners’ pre-test and post-test, six teachers from
the selected primary school completed a closed- and open-ended questionnaire. The ANA preand post-tests were analysed using t-tests. The closed-ended questionnaires were analysed
using ANOVA, and the open-ended questionnaires were analysed qualitatively through content
analysis.
In relation to research question 1, the objective was to determine the reading proficiency level
of the learners and the homogeneity of the two groups (Grade 4A, the intervention group, and
Grade 4B, the control group) in the pre-test. The descriptive statistics and inferential statistics
were presented. The pre-test results were below 50% for both groups. Although both groups
showed low reading proficiency levels, Grade 4A seemed to be weaker, as their class average
was below that of Grade 4B. The results of the pre-test show that the groups were homogeneous
and not vastly different.
With regard to research question 2, the objective was to outline and administer a reading
intervention using both Sepedi and English in a translanguaging approach to instruction. A
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translanguaging reading intervention was planned and administered to the Grade 4B learners,
as explained in the previous paragraph.
In relation to research question 3, the objective was to investigate learners’ views on the
integrated use of Sepedi and English to improve their comprehension of English and Sepedi
texts. Questionnaires were collected from learners, and responses from the learners’
questionnaire showed that their views were positive towards the integration of Sepedi and
English for teaching and learning and reported both cognitive and affective benefits. The
learners’ responses revealed that the use of the home language (Sepedi) to explain the texts in
the LoLT (English) enhanced comprehension. All the mean scores of the questionnaires were
less than 2, on a scale of 1 (positive) to 5 (negative).
In relation to research question 4, the objective was to investigate teachers’ opinions on the use
of translanguaging as a pedagogical approach to improve learners’ reading comprehension of
English and Sepedi texts. The teachers completed a closed- and open-ended questionnaire.
Their responses to the translanguaging approach were highly positive with mean scores for the
closed-ended Likert scale questionnaire below 2, in agreement with the statements given. An
overwhelming majority agreed that there were comprehension benefits to using more than one
language for teaching and learning. The positive views were also expressed in the open-ended
questionnaire, as illustrated by the following statement from one of the teachers: “Using more
than one language in my classroom has helped my learners gain better understanding, and
more confidence in expressing their opinion, because they are able to use their home
language/mother tongue to explain what was taught in class.” On seeking teachers’ views
regarding the use of English as the only LoLT in Grade 4, 50% of the teachers view using
English as the only LoLT as disadvantaging most of the learners, as they cannot express
themselves properly in English. One of the teacher respondents stated: “Some learners,
especially the slow learners won’t cope and won’t understand at all if we use English as the
only language of teaching and learning.” However, some of the teachers were of the view that
English should be the only LoLT in Grade 4 because it is used as a medium of instruction in
schools and is the official language of communication: “Learners must be taught in English
and practice English even at home when communicating.” Thus, the teachers were very
positive about the use of translanguaging as a pedagogical approach to improve learner’s
comprehension and learning.
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The fifth and final objective, relating to research question 5, was to determine the effectiveness
of translanguaging as a pedagogical approach to improve learners’ reading comprehension.
This objective was addressed using mainly the quantitative data from the learners’ tests and
questionnaires. Pre- and post-tests were analysed using t-tests. The results of the pre- and posttests for each group were analysed using a paired t-test to determine if there were any
statistically significant differences. For the control group (Grade 4A), although there were
differences in the pre- and post-tests in both sections A and B, only the difference between the
pre- and post-test results of section A was statistically significant, showing improvement with
a p-value of 0.0065 significant at 0.05. There was no statistically significant difference in the
pre-and post-test results of section B, which means the control group did not improve in their
performance for section B. In fact, they performed worse in the post-test than in the pre-test for
section B. This indicates that without rigorous intervention, learners’ ability to sequence events
in a text in order to gain better understanding declines. On the other hand, the intervention
group (Grade 4 B) improved in both sections of the post-test, though only the improvement in
section A was statistically significant according to the paired t-test results. Thus, the
intervention group improved in both sections of the post-test, but the control group regressed
in their performance for section B. The difference in total marks of Grade 4B (intervention
group) for pre- and post-tests was statistically significant at p<0.05 (p=0.0014) with mean
scores of 38.71 (pre-test) and 57 (post-test). The total mark of Grade 4A (control group) was
significant at p<0.05 (p=0.0245) with mean scores of 30.17 (pre-test) and 34.29 (post-test). The
results showed that the intervention group (Grade 4B) had improved significantly in the posttest, unlike the control group.
The independent t-test that compared the two groups showed that the intervention group had
improved more than the control group, and this was statistically significant for both sections A
and B of the test. This shows that the translanguaging intervention was successful. Without
translanguaging as a pedagogical strategy, the reading comprehension for the control group
(Grade 4A) did not improve significantly and in all sections. As shown by Makalela (2015c),
Baker (2003, 2011), García (2014) and Cummins (2007), and indicated by Boakye and Mbirimi
(2015), translanguaging assists in the process of making meaning and gaining understanding.
The success of the translanguaging strategy in reading comprehension instruction has been
further confirmed by the results of this study. A translanguaging approach in reading
instruction is recommended for improving learners’ reading comprehension.
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The effectiveness of the intervention was further evaluated from the descriptive analysis on
questionnaire results and by applying content analysis to the survey questionnaire responses.
The quantitative data showed that learners’ comprehension levels improved for the intervention
group. Learners’ and teachers’ opinions on the use of translanguaging as a pedagogical
approach to improve learners’ reading comprehension were overwhelmingly positive, as
indicated by mean scores below 2.
The hypothesis that the reading proficiency level of the cohort of Grade 4 learners would be
below the required standard and would be the same for both intervention and control groups
was confirmed. The main hypothesis, which states that translanguaging as a pedagogical
approach will improve the reading comprehension of Grade 4 learners in Sepedi and English,
and would therefore be an effective approach, was also confirmed.

Significance of the study
The study contributes to the debate on translanguaging. It has shown that translanguaging can
be used successfully as a pedagogical strategy to improve the reading comprehension of Grade
4 learners using Sepedi and English texts. This study provides insight into how translanguaging
can be used to assist learners to read with meaning and the use of their home language (Sepedi)
to support and facilitate their acquisition of English. As seen in the intervention data,
translanguaging can be a useful pedagogical strategy in helping learners grasp concepts in their
second language. The research shows that for learners to read with understanding, they could
use their stronger language (in this case Sepedi) to understand the story, and then answer
questions in English, the LoLT. Thus, the findings show the effectiveness of translanguaging
in comprehension, as the intervention group outperformed the control group in the
comprehension test.
There were also affective benefits of using translanguaging as a pedagogical strategy, as it
made the teaching and learning environment lively, motivating and non-threatening. It enabled
the learners to freely interact with the teacher.
The findings of the study could be used to influence school management boards to reconsider
their language policies. To this end, the outcome of the study would be made available to the
School Management Team (SMT), and hopefully, this may influence the School Governing
Body to review the school’s language policy of using English as the only LoLT.
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Recommendations
Learners are struggling to read with understanding. Techniques and teaching approaches that
promote successful comprehension are recommended in addressing this dilemma. On the basis
of the research findings, a number of recommendations are made in relation to: (1) the use of
teaching strategies for reading comprehension; (2) professional development of teachers; and
(3) support from the Limpopo Department of Education and school principals.
Teaching strategies for reading comprehension
•

Encouraging group discussions and allowing interactions among learners, as well
as between learners and the teacher, using both the home language and English:
This is highly recommended in the reading comprehension class. Learners were
allowed to sit in groups to read the story together. One learner led the group in
summarising the story in Sepedi and another led the group in summarising it in English
orally. Responses from all the teachers in this study showed that they allow learners to
discuss what they have read in their home language.

•

Creating an interesting and motivating environment: In this study, learners were
excited to see bright pictures relating to the story shown on the overhead projector.
During the introduction phase of the lesson, learners, together with the researcher, sang
a song relevant to the story to make it interesting (“I am injured, what must I do? Call
an ambulance! What is the emergency call number?”). During the intervention lesson,
when a learner has given the correct answer, they were praised by the other learners
and the teacher by their clapping hands twice and saying “Shine!” The classroom
environment was interesting and lively. For those who gave the wrong answer, the
learners and the researcher chorused, encouragingly: “Sorry, try again.”

•

Teaching and learning should be learner-centred: In this study, teaching and
learning was learner-centred, as learners were actively involved in group discussions
and actively competed with one another in pasting Sepedi words against the English
words. They also actively participated in orally summarising the story in Sepedi and
English.

•

Encouraging collaboration during teaching and learning: In this study, the
intervention group (Grade 4B) sustained active engagement in group discussions,
reading of the texts and interacting with the teacher using both English and Sepedi.
Their responses to questions and matching of sight words showed the collaborative
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quality of their interactions. It is also recommended that the language teachers
collaborate in planning activities together. The use of translanguaging as a pedagogical
strategy should be well planned. There should also be co-learning among the teachers
and between the teacher and the learners, by engaging constructively with each other's
ideas and offering suggestions for joint consideration, common purpose and sense of
group belonging.
Coe (2002: 2) argues: “Effect size is a simple way of quantifying the difference
between two groups that has many advantages over the use of tests of statistical
significance alone. Effect size emphasises the size of the difference rather than
confounding this with sample size.”
•

Teachers should create a lively environment by employing translanguaging
pedagogy: The use of translanguaging, using two languages for teaching, can be
employed in the classrooms to help learners understand texts better.

•

Scaffolding should be used during teaching and learning for learners who are
unable to perform a task on their own: Through scaffolding, the learners can be
helped by the teacher or peers to enable them to eventually work independently. Norbert
(2012: 2923) defines the concept of scaffolding as “a reciprocal feedback process in
which a more expert other (e.g. teacher or peer) interacts with a less knowledgeable
learner, with the goal of providing the kind of conceptual support that enables the
learner over time to be able to work with the content or idea independently”, and
explains that it is important in supporting learners. During the intervention lessons,
keywords were explained in both Sepedi and English, and learners were asked to
generate sentences. Conversational questions and peer comments about the story were
used. Learners also read the story in English and shared facts regarding the content in
Sepedi. Furthermore, the researcher helped learners to read and understand the English
text, modelling the correct pronunciation of the keywords, providing hints and
supporting learners while they shared the story orally in Sepedi. Canagarajah (2011)
maintains that conversational questions and peer comments are useful in scaffolding
students to translanguage, and that teachers’ own use of L1 and L2 interchangeably in
the class is another way of scaffolding.
Professional development of teachers

Teachers should understand that translanguaging as a pedagogical strategy in reading
comprehension should be well planned and not done haphazardly. This study has revealed that
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teachers and learners had positive attitudes to translanguaging through their views and
opinions. Most of the teachers were of the view that the use of English as the only LoLT
disadvantages most of the learners as they cannot express themselves in English, and that the
slow learners do not cope well when only English is used. Some of the teachers suggested that
keywords should be explained in Sepedi and learners should be allowed to express themselves
in their home language (Sepedi). As explained by Childs (2016), translanguaging is a means
of providing planned and systematic use of learners’ home language and the LoLT in order to
foster meaning-making and learning.
Based on the abovementioned findings, the researcher recommends that the Department of
Basic Education and researchers who have studied translanguaging as a pedagogical strategy
organise in-service training for language teachers. The training should be done, where possible,
in schools, because at-job training seems to be more effective as most of the challenges can be
dealt with as they occur. Advocacy and lesson demonstrations about translanguaging should
be done by trained educators.
Presentation of findings to the Head of Department and the school
Findings in this study will be presented to the Head of the Limpopo Department of Education.
With the results, the Department of Education will be aware of the problem of poor reading
proficiency in Grade 4 and may encourage and support teachers in the province’s schools to
use the strategy.
The principal of the school where the research was undertaken, will be able to compare the
results of Grade 4A (control) and Grade 4B (intervention). The study’s evidence that
translanguaging as a pedagogical approach to improve learners’ reading comprehension will
encourage her to support the use of this strategy to improve Grade 4 learners’ reading
proficiency and performance in other content subjects.

Limitations and further research
Although new knowledge has been verified through the research reported in this dissertation,
there are some limitations, including use of research instruments such as interviews, the
duration of the intervention and the scope of the study.
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Open-ended questionnaires versus interviews
Although an open-ended questionnaire was used to elicit open responses, an in-depth interview
would have enabled the researcher to establish meaning or the essence of a lived experience
among the participants regarding their opinion of using translanguaging as a pedagogical
strategy. The researcher would have had the opportunity to probe for further insight.
Duration of the intervention
The intervention could have been extended to a whole year, but was limited to the first part of
the second semester, allowing a shorter duration of the intervention.
Due to administrative and time constraints for transcribing and other logistics, the researcher
was unable to administer two ANA tests in both Sepedi and English. The cohort did not have
the opportunity to write the test in Sepedi to determine their reading proficiency in their home
language.
The scope of the study
The study was conducted in only one school, in one circuit and district. The results of the study
can therefore not be generalised.
The current study suggests that translanguaging as a pedagogical approach in reading
comprehension could be effective for improving Grade 4 learners’ reading comprehension, but
due to the small number of participants, these results cannot be used to make generalisations.
As such, there is a gap for future researchers to pursue and investigate: (1) what would happen
in cases where the teacher cannot speak Sepedi; and (2) what would happen in a multicultural
class where all learners are not Sepedi speakers. A study across multiple schools in the province
and across provinces would also be an interesting further investigation.
If translanguaging is perceived as a useful pedagogic strategy for reading, as shown in this
study, then more classroom-centred research needs to be done in Grade 4 to identify instances
of its occurrence. It would be important to examine if translanguaging is used as a tool for
resolving difficult concepts by both the teacher and the learner in Grade 4, when learners start
using English as the LoLT. This leaves room for further research into the strategy that is
believed to be effective by the teachers and learners in this study.
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Conclusion
This study has confirmed the findings of earlier studies which showed that translanguaging as
a pedagogical strategy has a significant effect on reading comprehension. Boakye and Mbirimi
(2015) argue that translanguaging is a strategy for negotiating meaning and could serve as a
scaffold to enhance comprehension challenges faced by learners. Furthermore, the study
corroborates Cummins, Baker and Hornberger’s (2001) finding that through learners’ L1
experience, they are likely to develop an understanding of concepts they will encounter in their
early reading of L2. Makalela’s (2015c) finding that when more than one language is used to
access the same content, learners develop a deeper understanding of the subject matter, is also
confirmed by this study. Furthermore, the study filled an important gap in the research literature
by focusing on Grade 4 learners, as other studies focus on learners in the higher grades. The
findings suggest that reading comprehension using translanguaging can be a more successful
way of improving learners’ reading comprehension. Translanguaging can be used to scaffold
learners’ understanding of keywords or concepts by proactively encouraging them to input in
their home language and to produce (output) in the intended LoLT (Baker, 2011). There is
therefore a need for teachers to take an active role in using translanguaging as a pedagogical
strategy in reading comprehension lessons.
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Appendix G: ANA 2014 comprehension test
SECTION A

Read the newspaper report and answer questions 1-14
DAILY NEWS
20 March 2014
Schoolgirls save boy’s life
By Silvia Hlongwane
Two 9-year old schoolgirls from Greenway Primary School rescued a 6-year old boy who fell
from a tree yesterday.
Brenda Smith and her friend Mandu Shabalala were on their way home from their first aid
class at Greenway Primary School. They discovered 6- year old Benny Basson, who had
fallen from a tree that he had climbed into to pick some fruit. The girls rushed to help him.
Benny had knocked his head and was unconscious. He had also cut his arm and could have
bled to death if the two girls had not stopped his bleeding. The girls called for an ambulance
and then managed to stop Benny’s bleeding. Benny was lucky that the two girls were
returning home from their first aid class and had their first aid boxes with them. They also
had gloves, to protect themselves against possible HIV infection from handling another
person’s blood. They bandaged Benny’s wound before the ambulance arrived.
Mrs Twala, the school principal, will be presenting the two girls with an award at the school
assembly on Friday.
Join the Red Cross. Use your local telephone directory for your province

Adapted from: DBE Workbook

Grade 4 English FAL Test

Circle the letter of the correct answer to questions 1-4.
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1. What is the name of the newspaper?
A Daily News
B Sunday Times
C Sowetan
D Beeld

(1)

2. The headline of the newspaper is ….
A Boy saves school girl’s life
B School girls save boy’s life
C A narrow escape from death
D A terrible day at school

(1)

3. Who wrote the article?
A Mrs Twala
B Sipho Dladla
C Silvia Hlongwane
D Mandu Shabalala

(1)

4. How did the girls save Benny?
The girls ……

(1)

A called an ambulance and they stopped the bleeding.
B walked past him talking to one another.
.C phoned the principal Mrs Twala.
D rushed to save Benny at School
5. Do you think Benny was lucky that the girls were around to help him?
Give a reason for your answer.

__________________________________________________________________ (2)
6. Answer the following question.
Why do you think it was important for the girls to wear gloves?
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_____________________________________________________________________
_________________________________________________________________(2)
7. Write the correct spelling of the underlined word in the space provided.
The school principle presented the two girls with an award. __________________(1)
8. Circle the letter of the correct answer.
What lesson did you learn from this article?
A Children are able to save each other’s lives.
B First aid classes are held at the High School.
C The school girls were on their way to dance class.
D The school principal bandaged Benny’s wound.

(1)

9. Circle the letter of the correct answer.
A Children to and from school.
B prisoners to and from prison
C Patients to and from the store.

(1)

10. Circle the letter of the correct answer.
How do you think Benny felt when the girls helped him?

A sad
B happy
C lonely
D angry

(1)

11. Complete the sentence by filling in much or many.
How _________________ blood did he lose?

(1)

12. Underline the correct form of the verb within brackets.

Mrs Twala (present, presents) the girls with an award.

(1)

13. Circle the letter of the correct answer.
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Find a word from the passage that has same meaning as ‘discover’.

A save
B pick
C find
D protect

(1)

14. Rewrite the following sentence into the past tense.
Benny climbs the tree.
Yesterday ________________________________________________________ (1)

Question 2
Number the sentence below in the correct order, placing 1 next to the first sentence and
sequentially to sentence 4.
Mrs Twala, the school principal will be awarding the two girls
They bandaged Benny’s wound and managed to stop Benny’s bleeding before the
ambulance arrived.
The girls called an ambulance
They discovered Benny bleeding and unconscious
TOTAL MARK

4
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GRADE ANNUAL NATIONAL ASSESSMENT 4
ENGLISH
FIRST
ADDITIONAL MEMORANDUM LANGUAGE2014
MARKS: 20

QUESTION

Memorandum

EXPECTED ANSWERS

SECTION A
1

A Daily News. √

1

2

B School girls save boy’s life. √

1

3

C Silvia Hlongwane √

1

4

A Called an ambulance and they stopped the bleeding. √

1

5

Yes, the girls stopped the bleeding. √OR Bennie could have
died of bleeding. √OR The girls had their first aid boxes
with them and
rendered first aid √OR The girls called for an ambulance

2

√OR
The girls rushed quickly to help
him. Any suitable answer√
6

To protect themselves against HIV. OR to avoid infecting
the wound OR for hygiene purposes Or to protect their

2

hands Any suitable answer√ √
7

principal √

1

8

A Children are able to save each other’s lives.√

1

9

C Patients to and from the hospital √

1

10

B happy √

1

11

much√

1
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12

presents√

1

13

C find ✓

1

14

Yesterday Benny climbed the tree. ✓
(If the verb climbed is spelt incorrectly no mark is allocated)

1

TOTAL MARK

16

Question 2

Mrs Twala, the school principal will be awarding the two girls
They bandaged Benny’s wound and managed to stop Benny’s bleeding
before the ambulance
Arrived.
The girls called an ambulance
They discovered Benny bleeding and unconscious
TOTAL MARK

4√
3√
2√
1√
4
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Appendix H: Questionnaires for Grade 4B learners
Questionnaire (Learners)
Questions one to five: closed-ended questionnaire for learners
Question

1

2

Strongly
agree

Agree

3

4

5

Uncertain Disagree Strongly
disagree

Q1: I enjoyed reading the same text in
Sepedi and in English.
Q2: I feel free and confident to engage
with other learners and my teacher
using Sepedi and English
(translanguaging) during reading.
Q3: I understand reading
comprehension questions better when
important or difficult words in the
English and Sepedi passages were well
explained in Sepedi.
Q4: If all assessments are conducted in
both Sepedi and English I think I would
do better and get higher marks.
Q5: I enjoyed discussing the passages
in Sepedi and English with my
classmates during reading
comprehension lessons.
Q 6: I would like all Grade 4 teachers to
allow the use of both Sepedi and
English during reading comprehension
lessons.
Q 7: When I used Sepedi and English
to understand the passages we read, I
understood it better
Q 8: I felt very much motivated when
Sepedi and English were allowed
during teaching and learning to discuss
the passages we read.
Q 9: Reading in English and Sepedi
makes me want to read more
Q 10: I can use Sepedi to summarise
the story read in English because
difficult words were explained in
Sepedi during reading and we were
allowed to discuss the comprehension
passage in Sepedi.
Thank you for answering the questions!

137

© University of Pretoria

Appendix I: Questionnaires for Grade 4 teachers

Questionnaire (Teachers)
Section 1: Questions one to six: closed-ended questionnaire for teachers
Question

1
Strongly
agree

2
Agree

3
Uncertain

4
Disagree

5
Strongly
disagree

Q1: I have observed
learners using both
Sepedi and English
during reading
comprehension lessons
in the classroom
Q2: I allow learners to
discuss in Sepedi as well
as the language of
learning and teaching
(LoLT), English
Q3: I usually use Sepedi
as well as the LoLT
(English) to explain
concepts and ideas if it
seems learners have not
grasped them.
Q4: I usually give
learners the opportunity
to explain to each other
in Sepedi when I notice
that some learners have
not grasped the concept
in English.
Q5: I always encourage
other teachers to allow
learners in Grade 4 to
discuss the
comprehension in
Sepedi and later answer
related questions in
English
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Section 2: Open-ended questionnaire for teachers
Question 6
If you have used translanguaging in your classes as a teacher, briefly explain how
translanguaging has been beneficial or not in improving learners’ reading comprehension. If not
proceed to the next question
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
Question 7
As a teacher, do you think allowing learners to use their home language during discussions in
class helps to promote understanding? If yes, why? If no, why not?
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
Question 8
What are your views as a teacher regarding the use of English as the only language of teaching
and learning in Grade 4?
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
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Question 9
Suggest ways in which Sepedi and English (translanguaging) can be used more effectively to
improve the reading comprehension of learners.
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
Question 10
In your own words, describe in which situation using Sepedi and English for teaching is beneficial
and in which situation it is disadvantageous.
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
_______________________________________________________________________________
Thank you for your contribution!

140

© University of Pretoria

