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CHAPTER ONE: INTRODUCTION

, "
The movement of people from their traditional hospaces to ‘new homes’ has become a
norm in the post-modern world (Blommaert, 2010)heie have been mainly two types of
mobility: transnational and trans-local. Transnadiiomobility is whereby people move from
one country to relocate in another country. Tramtsdl mobility is whereby people move
from one place in a country to relocate in anofblace in the same country (Blommaert,
2010). At each of these movement blocks, peoplailsameously lose shades of their lan-
guages. There has been new sight of linguisticamtetboetween communities that were sepa-
rated from one another. In these new environmehts,merger of old and new ways of
communicating become a logical consequence andsighs of linguistic and identity nego-
tiation arise. Under these circumstances, theve baen mergers of language varieties to the
extent that it increasingly becomes difficult tstdiguish one language from another. Post-
modern scholars (e.g., Garcia, 2009; Creese & Bidge, 2010; Hornberger, 2004) refer to
the process of utilizing linguistic dispositionstims context as ‘languaging’ to reflect high
levels of fluidity and mobility of language systemsoss traditional language boundaries.

These fluid, hybrid and flexible ways of using laages have raised concerns on how the
children who are born into these environments aediiteracy (see, for example, Makalela,
2014). One might want to know how reading develfmpschildren whose mother tongue is
none of the languages used in the classroom. Ogbktralso want to know if the issue of
mother tongue is relevant among such children. ©Quatsies are therefore bound to arise
concerning the best way for children in these sibna to acquire literacy, the best medium
of literacy for them and what sort of theories abiinst and second language apply in these
particular contexts. Thus the closing of boundaae®ng languages has spurred curiosity on

the future language policies.

There is a huge debate and controversy in thesfiefdSocio-linguistics and Psycholinguis-
tics concerning the best way to acquire literactha21st century, a century characterized by
massive fluidity and hybridity among languages. réehare two opposing schools of thought

concerning the issue. The first school of thoughthprises monoliteracy advocates such as



Porter (1990) and Glaze and Cummins (1985) who Véeguage and literacy from a mono-
glossic stance and support educational and langpelgges that promote practices that en-
courage learning to read and write in only one legg. Contrary to this dominant thought,
the post-modern view of language and literacy hokrs such as Hornberger (1990 ; 2000),
Garcia (2009), Makalela (2012; 2013) advocate®fmning up implementation and ideolog-
ical spaces for the massive fluidity and hybriditpong languages to which thousands of to-
day’s children are exposed. These scholars arguethie 21st century scenario demands that
literacy be acquired in two or more languages ticadion is to help the present and future

generations keep pace with the dynamic and diveastury.

The conflicting arguments of these two contrassngools of thought continue to stimulate

systematic inquiry on the best ways to acquireditg in the 21st century. Despite the appar-
ent language hybridity in the world, most countras still caught up in the trend of using

monolingual practices (which are practices thaberage acquiring literacy through one lan-
guage) in multilingual spaces, (see, for examplanHerger, 2004; Garcia, 2009). However,
the concept of acquiring literacy through one laaggihas come under scrutiny with more
scholars advocating for the great need to expamdioderstanding of development reading
literacy from a stance that prefers biliteracy oquiring literacy in two languages. Taken to-

gether, there is a substantial body of researclkiwpioves the irrelevancy of monoliteracy in

the 21st century.

Adamson and Darling-Hammond (2013, p.116) remindhas “bilingual and dual language
education is NOT a program of the past, it is tiéL® program for the future and here’s
why: monolingualism and monoliteracy is the illaey of the 21st century.” What this im-
plies is that the monolingual practices of the mast no longer equip today’s children with
the skills they might need for the new global ecagoIn spite of the apparent need for
biliteracy in education systems, many childrer kdrn literacy in just one language because
their schools do not provide reading instructionstheir home languages. Framed in this

light, the need for a comprehensive understandirijiteracy becomes more compelling.

Since the new socio-political dispensation of 199d4uth Africa has experienced massive
migrations both within and outside its borders mgvrise to high fluidity among historical
language boundaries and this has resulted in compldtilingualism in the country (Ma-

kalela, 2013). South African schools are drastycelianging and are becoming more diverse
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in terms of learner population than they were kefédany schools in the country which tra-

ditionally had to serve one particular African laage speaking community, where the
schools would be located are now continuously béatgd with the challenge to admit

learners with home languages different from the mooimties’ which the schools serve. In

this context, some of the learners find themsehaasgng to receive academic instructions in a
language which is different from their mother toaguFaced with a wide divergent learner
population in terms of home languages, promotingaotingualism and monoliteracy in these

schools could be detrimental to the developmeth®iearners’ literacy skills.

The emergence of biliteracy development as a neethé South African education system
has drawn attention in the last decade and hadadaisystematic enquiry. Such a focus is
spurred by the linguistic and cultural diversitaticharacterize the South African classrooms.
Research on biliteracy in South Africa takes a fraen the works of Pretorius (2004) and
Makalela (2012). These studies looked at developmesding literacy for biliteracy devel-
opment of learners reading in their mother tongue Bnglish. Although some research (Ma-
kalela, 2012; Matjila & Pretorius, 2005; Paran &INd&ms, 2007; Pretorius & Ribbens, 2005;
Van Rooyen & Pretorius, 2013) has been done aroeading in home languages and read-
ing for biliteracy development, research has owal investigating the need in reading for
biliteracy development of children who have an maing language between their home
language and the Language of Learning and Teachargafter LoLT). In South Africa, alt-
hough primary (home) language instruction in thst fiour years of formal education is en-
couraged by the education ministry, the languade&yof each school and the choice of
LoLT are left to the governing bodies of schoolader these circumstances, therefore, most
of the children in South Africa are caught in tmedgicament of learning literacy in a school’s
home language and LoLT different from their own hesttongue, a situation where there is
no match among the three languages: the schoate language, the school’s LoLT and the
child’s mother tongue. It is against this backdtbat the current study seeks to investigate
reading trajectories of learners who read in twigleages that are not their ‘home languages’

as a case in point for literacy of migration anchptex multilingualism.
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As | have pointed out earlier, reading in more tbae language for literacy development is
drawing increased attention among scholars in igld bf Sociolinguistics and Psycholin-
guistics. Towards the end of the™®entury and much of the ®@entury, researchers, edu-
cators and language policy planners considereddoiéilism as an evil to the society as it was
believed to slow down cognitive development (Makal@012). However, in the Z1charac-
terized by an intensification of world-wide sociateractions, high fluidity and hybridity
among languages, bilingualism has become the nosoking at this century’s younger gen-
eration, it can be realized that many of them gopvspeaking two or more languages and, as
a result have unique challenges in negotiatingadg skills. Unless there is more empirical
and theoretical research on reading literacy deweémt for biliterate or even multi-literate
development, many children in the 21st century veithain disadvantaged by the education
systems and language policies that maintain momilpgactices.

In Africa, minimal research attention has beenaleé toward biliterate development and as
a result, research on reading literacy has alwagsdrom the “north” focusing only on Eng-

lish as noted by Makalela (2012). Matjila and Priet(2004) also report that the few studies
on reading in African languages and on the relatignbetween African languages and Eng-
lish, show little development of reading proficigna home languages but reflect the high

dominance of English in literacy development.

In South Africa, a number of studies which includekalela (2012), Paran and Williams
(2007) and Pretorius and Ribbens (2005) have baeied out on reading in home languages
and the findings have shown that home languages aareat potential in developing initial
literacy. In spite of these findings, South Afrisaeading rate is reported to be disturbingly
low (Department of education, 2005; Moloi & Strau605; Department of Education,
2011). The above studies tell of the many factbas jeopardize this potential role of home
language in developing initial literacy. The notiedtors include: print-poor environment
(Paran & Williams, 2007), limited time in which th@nguage is used (Pretorius & Ribbens,
2005), under qualified literacy teachers (Makal@@12), among other factors. As can be
noted from these studies, research only exposeprti#em of reading in home languages
but there is a paucity of research on reading prablamong children reading in two lan-

guages that are not their mother tongues. Themead for research that explores the predic-



ament of children who have to learn literacy irchaol’'s home language and LoLT; different

from their own mother tongue.

Although there are a number of studies, as notedegbwhich have looked at reading into
second and/or additional languages in South Afries; studies have focused on learners
whose home language is different from the schdaime language. The present study seeks
to fill this gap by investigating reading trajeces of learners who have a different mother
tongue from both the school’'s home language andrLdlhis research was conducted among
grade 4-6 learners who are bilingual readers imirgry school in the Gauteng Province.
These learners had to read first in isiZulu froradgr 1-3 which is the schools’ home lan-

guage and in grade 4 they had to switch to Englisich is the LoLT in the school.

! #

The above discussed studies on biliteracy develaprsieow that generally schools in the

present century still employ language in educapiolicies and pedagogic practices that favor
monolingualism as the target norm irrespectivehef thanging language context. Such prac-
tices place a huge constraint on the multilingealrters’ linguistic flexibility. It is in this

context that this study aims:

1.3.1 To investigate how bilingual children who ar¢he intermediate phase of their primary
education (grade 4-6) and do not have isiZuluhag first language, mediate reading skills
when reading in two languages (isiZulu and Englighich are not their mother tongues.
This aim is underpinned by the following objectives

» toidentify their literal and inferential readinfilés;

» to assess their vocabulary skill that includes:n@moic awareness, semantic aware-

ness, and graphemic/spelling awareness;

» to evaluate their word picture matching skills othblanguages;

* to determine the readers’ reading rate/speed im laoguages;

* to assess the motivations of the learners on tding process;



! $

1. What are the literal and inferential comprehemsskills of the bilingual readers reading
both in isiZulu and English?

2. What are the learners’ vocabulary skills at miogical, semantic and graphemic levels in
both languages?

3. Are the learners able to do word picture matgiinboth languages?

4. Is there a co-relation of reading skills betwéw®n two additional languages at vocabulary
level and at comprehension level?

5. Are there differences between vocabulary andpcehension skills in the two languages?
6. What are the learners’ reading rate/speed in laoiguages?

7. What are the learners’ motivations for readinglanguages that are not their mother

tongue?

|

The rationale of carrying out this study was proadpby my reflections on my teaching ex-
perience. | have realizing that teaching Englismaa-native speakers of the language is a
mammoth task which demands from teachers a suffitcleeoretical grounding which can
help them to understand and deal with the complefithe language classrooms. Teachers
of the English language require a sound awarenfetbge dest practices for language and lit-
eracy instruction. | have also realized that teexchee not aware of the connections between
first language and second language acquisitiortheHto, research based theories on teach-
ing English to non- native speakers of the languagecome from Europe. In Africa, there is
a paucity of studies that focus on the Africa cahtd literacy development and on cultural-
ly- sensitive pedagogies, (Makalela, 2012; Muker@03; Ricento, 2006). There is always
the need for prior consideration before teacheudcapply a theory into their own particular
contexts suggesting that there is huge demandefwarch from Africa that would inform
teachers on the applicability of the previouslypgmsed theories and on the new theories that

best suit the African context.

In addition, in South Africa, studies on readingnore than one language (see, for example,
Makalela, 2012; Paran & Williams, 2007; PretoriusRébbens, 2005) have not focused on

learners who have migrated within the country. heag English to non-native speakers of



the language has been even made more complex biyetmendous internal migration of
people in the 21st century for economic, social palitical reasons. The migrations have
resulted in increased fluidity and diversity of daiages leading to complex multilingualism.
The presence of multilingual learners in todayasstooms is perceived as an outright chal-
lenge to the process of learning. In Africa, in g@&h and South Africa, in particular, where
multilingualism is a prominent phenomenon due ®phesence of eleven official languages,
studies on reading in more than one language havéoused on learners whose first lan-
guage is different from both the school’'s home laage and LoLT and therefore there is dire

need for research that informs on the best wagealing with multilingualism in schools.

The rationale of carrying this study also lies @alizing that despite the fact that people see
that developing mastery of several languages, igresent era, is of high value, currently
few countries and schools are actually planningtiier development of education systems
that support such a goal. In South Africa, thesixg research, as has been noted above,
does not talk to reality by not paying attentioridarners whose first language is neither the
school's home language nor the LoLT. In particuthere is need for studies that evaluate
how South African schools deal with children in Isuc predicament in their multilingual
classrooms. In other words, there is need for stuthat evaluate how South African schools

deal with these children in their multilingual dasoms.

|

There are far reaching implications for a studybditerate reading development in a multi-
lingual classroom. The current study is small bghi§icant contribution to a growing body
of evidence that bilingualism and multilingualisiffeat today’s education. Monolingualism,
which was highly influenced by the ideology of mstate of language which prevailed in the
past, will not prepare today’s children for thelggbeconomy which demands cross-cultural
and cross-linguistic competence. A considerableushof literature has been published on
the advantages and benefits of both bilingualisih @ultilingualism in learning, and it is
hoped that the findings of the present study v more light on the benefits of bilingual-

ism in children’s reading trajectories.



This study will have implications too, for language@licy and planning in South Africa. Un-
doubtedly, with the diversity, fluidity and hybrigiof languages that South Africa is current-
ly experiencing, the country will require differeapproaches to how its citizens are re-
sourced. There is need to identify the specificdsesith regard to language development,
that learners who are multilingual might have aag pttention to these needs in the educa-
tion system. South African schools can no longtrdfto ignore the need for adjusting insti-

tutional programs to better serve these groups.

It is also hoped that the results of the presamdyswill produce an evaluative platform for

the teachers to reflect further on their practiteeaching. The findings of this research could
help teachers to be aware that a pedagogy thateages monolingualism no longer holds in
this century, hence (Adamson & Darling-Hammond, 2p1116) postulates, “monolingual-

ism and monoliteracy is the illiteracy of the 2&sntury.” Such awareness would help teach-
ers to use appropriate teaching methods such eslarguaging for example that promotes
bilingualism and multilingualism in the classroortiss expected that the results of this study
would help teachers in their task of guiding classn language practices that will “prepare
learners for a future in which their success ndy aepends on an ability to understand di-
verse perspectives and cultures, but also on dityatd communicate in different lan-

guages,” (Adamson & Darling-Hammond, 2013 p.120) .

The learners could also benefit from the implicagieof the study. If the teachers promote
biliteracy and multiliteracy in the learning prosethis would enable learners to make use of
their linguistic repertoires that they bring tosdeoom. When the learners’ linguistic endow-
ments are put to good use, the learners would lhdreeh the advantages of bilingualism and
multilingualism such as enhancing the brain ex&eutunction which directs the attention
process that individuals use for planning, solvprgblems and performing various other
mentally developing tasks (Makalela 2012). Theifigd of the study could also encourage
bilingual and multilingual children to nurture ambsitively their linguistic endowments

since fluency in one or more languages besidesigfng a valuable assert in the 21st centu-

ry.
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In this section, terms are defined as used intiinays

AssessmentAccording to (Angelo, 1995 p.7), assessment isdagoing process aimed at
understanding and improving student learning.’hiis study, assessment is taken to mean the

process of understanding learners’ reading skills.

Bilingual: This term means being equally fluent in two larggsaand refrain from using it
for someone who knows only a modest amount of argetanguage (Bialystok, Luke and
McBride-Chang, 2005). In the current study thism&bn is adopted as it is.

Biliteracy: Hornberger (2004 p.156) defines biliteracy as “amg all instances in which
communication occurs in two (or more) languagesrimaround the writing” where these in-
stances may be events, actors, interactions, peactactivities, classrooms, programs, situa-
tions, societies, sites, or worlds. In the prestatly, biliteracy means the ability to read in

two different languages (isiZulu and English) wiitle facility of a native speaker.

Bilingualism: The term is used to refer to the ability of comicate in two different lan-
guages with the facility of a native speaker. Tdeginition is adopted as it is in the present

study.

Reading Development:n the current study, reading development meaeddharners’ read-

ing skills which include vocabulary, literal anderferential skills and reading rate.

Monoglossic: In the present study, the term is understood tamusing pedagogic practices

that promote acquiring literacy through only oneglaage.

Mono-literacy: It is the process of acquiring literacy througlredanguage and this defini-
tion is adopted in the current study.

Monolingual: The term refers to the ability to communicate iffiedent languages with the

facility of a native speaker. This definition isogded as it is in this study.



Multi-literacy: According to Hornberger (2004), multi-literacy asy and all instances in

which communication occurs in more than two langsam or around the writing where
these instances may be events, actors, interactprastices, activities, classrooms, pro-
grams, situations, societies, sites, or worlds @efition is adopted in the study.

Multilingualism: This term refers to the ability to communicates@veral or many different

languages with the facility of a native speakensTdefinition is adopted as it is in this study.

Multilingual School: In this study, this term is taken to mean a schioai comprises of stu-

dents/learners from different language backgrounds.

Translanguaging: Baker (2001) defines translanguaging as the psogemaking meaning,
shaping experiences, gaining understanding and lledgw through the use of two languages.

In this study, this definition is adopted as it is.

Trajectories: In this study, this term is taken to mean the edagf reading that the partici-

pants follow in the reading process.

|

Chapter Two provides a review of literature conddabn the development of reading litera-

cy for biliterate development. The literature wascdssed under the following themes: vo-
cabulary skills and reading comprehension in LAlirgg research, reading rate/speed and
reading motivation in L2 reading research. The Listic Interdependency Hypothesis, the

Biliteracy Continua and Translanguaging framewaosksch are the theoretical frameworks

that are used to understand reading developmetitisnresearch are also discussed in this

chapter.

Chapter Three provides a description of the rebearethodology that was used in the study

which consists of the following;

1. Research design

2 Population and Sampling

3. Research instruments and Data collection praesdu
4 Data analysis methods



5. Validity and reliability
6. Ethical considerations

7. Limitations of the study

Chapter Four presents a detailed analysis ancpnetation of the findings that emerged from

this study.

Chapter Five provides the summary, conclusionsrasdmmendations based from the re-

search findings.

11



CHAPTER TWO: LITERATURE REVIEW

|

This chapter presents literature and some of tlyenk@dels on the process of reading which
can provide a comprehensive framework for undedstgnreading development in the cur-
rent study. The chapter will firstly explore theetinetical frameworks which are used to un-
derstand reading development in the study, themeaftengages existing literature on devel-
opment reading literacy for biliterate developmérite theoretical frameworks that are used
to understand reading development in this researetthe Linguistic Interdependence Hy-
pothesis developed by Cummins (1979), the Bilitgr&ontinua framework proposed by
Hornberger (2000) and Translanguaging coined by W@hams in the 90’s. For each of
these models, the relevant components are desaiikthe rationale for employing them in
the present study is provided. Existing literatomedevelopment reading literacy for biliterate
development is divided it into three broad categgrFirstly, studies on reading motivation.
Secondly, research that refers to reading ratedspe&2 reading is explored. Thirdly, re-
search on word level reading (vocabulary) and cemmgmsion in L2 reading in South Africa

and internationally are explored.

| "
There have been raging reading wars and swinginduyems in the field of literacy hence
different models have been developed to describential elements involved in the reading
process. For many years, the phonics approactehjaged the luxury of being the model
used in the teaching of reading until the introchrctof the whole language approach by
Kenneth Goodman and Frank Smith. All along thesdetsohave been concerned with first-
language reading until recentfg.g, Garcia, 2009; Garcia & Kleifgen, 2007; Honges &

Link, 2012) have researched into between languadditeracy development in both L1 and
L2. Some of the popular models that have been tedeim order to explain reading devel-
opment in L1 and L2 are the Linguistic InterdepearmadeHypothesis, the biliteracy continua

framework and Translanguaging.

12
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One of the common theoretical models that are isédingual studies is the Linguistic In-
terdependence Hypothesis (LIH). The LIH put forwaydCummins (1979) explains the rela-
tionship between the first language and the legrmhanother language. It proposes that
there is a bi-directional transfer of literacy &kilbehaviours and strategies between the first
(L1) and the second (L2) language. This model pat&s that proficiency in more cognitive-
ly demanding tasks (literacy, content learning, ahstract thinking) is just the same among
all languages, Vrooman (2000). The hypothesis assuimt in the case of bilinguals, what
may appear to be two very different languages ensthrface is in-fact inter-dependent psy-
chologically. This implies that bilingual childrestmould have enough exposure to L1 and be
fully developed in it so that they perform equalll when exposed to L2. The L2 skills
greatly depend on L1 skills and once they are aedun L1 they are not learned again in L2.
In other words, as Vrooman (2000 p120) states,ifitegral component of these facilitative
aspects of language influence is that in the L$uf@ciently developed prior to the extensive

exposure to the L2 as would be found, for exampkbeé educational environment.”

In the present study, the LIH is used to evalub&erelationship between the participants’
first language and learning the other two additida@guages at school (isiZulu and English).
The study seeks to find out if one’s language ésuhimate factor for one to read in another
language. The researcher would want to investiddbere is a bi-directional transfer of lit-
eracy skills, behaviours and strategies amonghreetlanguages as proposed by the model.
This investigation attempts to answer the followregearch questions: is there a co-relation
of reading skills between the two additional langgsat vocabulary level and at comprehen-
sion level and are there differences between vdaaband comprehension skills in the two
languages (isiZulu and English)?

'Y (4(-'15.2 3)-()+5 /56'73/8
The second theoretical framework underpinning shigly is the biliteracy continua frame-

work. This chosen framework attempts to explaindbeelopment of biliteracy along inter-
secting and nested continuum which is influenceddoeral interwoven factors in the learn-

er’s linguistically diverse environment.
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To shed more light on biliteracy development, Henger (2000) proposed the biliteracy
continua arguing that biliteracy is affected by tdwntext of biliteracy, the development of
the biliteracy, content of biliteracy and the mediabiliteracy. Similarly, Hornberger (2000,
p.28) argues that literacy acquisition is influeshtxy such factors as “society’s ideology and
orientation towards literacy and through the indibal’s different behaviours, interacting and
literacy practices in a variety of domains be it&g school or community.” This framework
posits that bi-literacy assumes that “one languagekliteracy is developing in relation to an-
other,” (Makalela, 2013 p.13). The notion of ‘contum’ assumes that languages and litera-
cies are in a continuous inter-section which gagghd the dichotomous classifications of
bilingualism, (Hancock, 2010). There are no firptants on the continuum but all the points

are inextricably and inextricably related.

It can be reasonably argued that this model offienseful sociolinguistic perspective of the
relationship between English and African languagest “challenges the dominant educa-
tional discourse that claims that developing ddcan’s L1 hinders the learning of English
language,” Hancock (2010 p.97). This is the reasbyg the model has been chosen as a
framework that can inform this study. The model whesen as a framework for this study
also because it shows that learners’ contextsngfuage and literacy use allow them “to draw
from across the whole of each and every continuddofnberger and Link (2012, p 242).
Drawing from every continuum creates more chanoedhe learners’ full development of
language and literacy. The participating learneagehno first language that is offered at
school forcing them to acquire literacy in two adufial languages and this model allows the
researcher to assess how the participants drawditbenent aspects of both isiZulu and Eng-
lish to aid their reading for biliterate developrherhe model fills in for the limitation of the
LIH which argues that one must first develop hisfimst language before moving to read in
an additional language. The Biliteracy Continuunmdedasays that the relation between one’s
first and second language exists in a continuuncé@ns capable of explain the continuum
of the languages that the participating learneve ha

14
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It is almost axiomatic that monoglossic pedagogiethe schools are failing to meet the dy-

namic needs of the sociolinguistic realities of thajority of the speakers in the 21st century
because these pedagogies tend to treat languagéssr{Makalela 2012). There has been a
growing body of literature in the fields of Socmjuistics and Psycholinguistics on the need
to develop models that befit the multilingual lingfic complexities of the 21st century
(Hornberger, 1990; 2012; Garcia, Bartlett, Kleifg@®006; Garcia, 2009; Makalela, 2012;
2013). One of the famously proposed models is Taagsiaging, a model capable of closing
gaps between languages. Consequently, it is capébleing an effective pedagogy in multi-
lingual classrooms. A substantilal body of literate@manating from the UK, US and South
Africa have presented assessments of the pedagffgiacy of translanguaging and lend
support to the idea that it is one of the best wayaultivate and enhance the academic profi-
ciency of children with linguistic heterogeneitZ(eese and Blackledge, 2010; Garcia, 2009;
Makalela, 2013).

Translanguaging is a term coined by Cen Williamtim 90’s who claimed that it is a peda-
gogy where input can be given in one language amplub can be given in another language
thus creating space for learners to use all thguages that are accessible to them. In other
words, it calls for the use of all the linguistepertoires that an individual has in learning and
it is a move from the monolithic, monoglossic vielvlanguage which is not applicable in
this century as most people have become multilinguaVei (2011, p. 1223), for example,
postulates that, “translanguaging is going on betwaifferent linguistic structures and sys-
tems, including different modalities and going beydhem.” She refers to the social space
for multilingual language users as a “translangoggipace,” which is the space constantly
created for language practices as multilingual lspesamake context-sensitive and strategic
choices about the language systems they use tevacparticular communicative goals (Ma-
kalela, 2013). Translanguaging has a lot of affocga that enables it to be used as a theoret-
ical framework for understanding reading among imudfual readers. A plethora of studies
which include (Creese and Blackledge, 2010; Gagfl@9; Makalela, 2013; 2014) have
shown the benefits of using translanguaging in #imgual classrooms. Creese and Black-
ledge (2010), argue that bilingual children shduddtaught differently from monolingual in-
structional approaches because their linguistierbgeneity does not fit these models. They
further argue that the major goal of educatiomisultivate children’s linguistic endowments

instead of taking them away like what monoglos&dggogies do when they treat languages
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as isolated units. From their perspective, thectine of separate bilingualism used presently
in schools, should give way to translanguagindhadbilingual pedagogy whose effectiveness

can be seen in the complementary schools theydtaded.

One of the major findings of Creese and Blacklesi¢2010) study is that translanguaging
allows learners to use their linguistic resourced mcreasing their cognitive benefits thus
creating positive experiences at school for thenles. These findings find theoretical sup-
port from a variety of studies on translanguagingt twere done in the UK, US and South
Africa such as Wei (2011) and Makalela (2013, 20440 all demonstrate, on the basis of
empirical data, that translanguaging enhances hatpens cognitive skills of learners. A
study by Li Wei (2011, p.243), for instance, reeebihat through translanguaging, “ Chinese
learners created critical and creative spaceshimselves using the resources they had de-
spite the dominant monolingual context in whichytlneere expected to operate.” Likewise,
Garcia (2009) studied a Grade 4 Spanish bilingnal @bserved that a Spanisf drader
could do translanguaging while writing an essaychtgives a ‘scaffold’ to write fluently in
English 5 months later. Yet another study by Madka|2013) showed that university students
who are allowed to use translanguaging in one gédhneir language discovered their own
culture and could also value the culture of fellsiudents. Makalela (2012) after studying
Sepedi primary learners observed that translanggagelds results in reading when input is
given in one language and output is allowed toileergin another language. The vocabulary
among the learners increased profoundly as leammers motivated to use the multilingual
resources which they possess. All these obsensmtidaken together, reveal that
translanguaging is capable of increasing learrepgtemic access in schools and should be
used in the present classrooms that are composhdarse learners.

At another level, translanguaging is seen as agsefpl and powerful pedagogical alteration
of languages in spoken and written, receptive amdiyctive modes drawing on funds of
knowledge, identities and social relations rooted extended across national borders (Baker,
2001). It is a pedagogical tool that values whatrers bring to school in their ‘identity kits’
thus preventing the school system , even if it gfade of agent meant to maintain the status
quo, from subjecting learners to symbolic violgn@@ee, 1998; Bourdiei, 1990). Garcia
(2009) proposes that translanguaging builds anthptes non- threatening environment for
learners’ linguistic identities and nurtures thédentities and builds multiplicities of lan-

guage uses and at the same time maintaining acedigoi.
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Another useful attribute of translanguaging is th&as huge benefits even outside the class-
room. Creese and Blackledge (2010), for exampkgosered that translanguaging enables
one to engage effectively with an audience whegy titeserve a school principal using his
ability to move between languages to engage wdlverse audience. This accords with Ma-
kalela’'s (2013, p.121) findings who, after examgnigiscursive language practices among
Black township natives, demonstrate that the ppgids revealed a great ability to “mesh
codes with single thought units and could use ntloba@ three languages in one utterance.”
All these findings suggest that multilingual spaakieave a unique linguistic flexibility that
constitutes a language continuum which allows theuomse their discursive resources accord-
ing to the demands of their social environmentsatt be argued therefore that translanguag-
ing practices have a huge potential to developamégs’ epistemic access since it does not
separate codes for multilinguals but makes usd tfielanguages accessible to the individu-
al which are linguistic repertoires they bring tass. There is a continuous link of use of lan-
guages from outside classrooms to the classroonthwheates a safe and comfortable envi-
ronment for learners when they come to school. rliveguistic repertoires are not dismissed
when they come to school but they are fully uttdiZer the learner thus increasing epistemic

access.

Several studies also exhibit the recognition taagliages do not fit into clear bounded enti-
ties and that all languages are needed for meaoibg conveyed and negotiated. These stud-
ies include (Robertson, 2006; Sneddon, 2000) whaddhat bilingual children do not view
their literacies and languages as separate butrrattperience them as simultaneous. Ma-
kalela (2013) also makes the same observationathanhg multilingual speakers, languages
are not separate limits but they are a continuums E€xhibits the fact that the languages
among multilingual speakers are mutually intelligibut they have been artificially separat-
ed by political boundaries. Makalela (2013) eloglyetestifies that the separatist’s view of
languages and classifications of ‘first,” ‘secoradid ‘mother’ tongue do not fit the present
socio-linguistic realities of African language aBdlst century speakers. Therefore in such
circumstances, the only way to help multilinguag¢aers to manoeuvre their way is to allow

the use translanguaging in schools.

Creese and Blackledge (2010) have discovered thaslanguaging allows and enables the

establishment of identity positions. Other studiase also confirmed that translanguaging is
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effective in both linguistically and culturally traformative ways. In Makalela’ (2013) study,
students were liberated from the negative sterestypghich separate African languages and
translanguaging presented an opportunity to unaledsiand appreciate the fact that the
speakers of African languages are the same in phaiality and that African languages are
mutually intelligible. This helped them to establend build Ubuntu a concept which defines
the unity of African people. It is clear from thestidies that translanguaging is capable of
fostering a higher degree of cultural unity andniity and therefore should be used in
schools because when a learner feels that thentitges appreciated in the school they are

likely to feel at home and learn effectively.

In short, there is a substantial body of researcklassroom and language programme prac-
tices which have exhibited the countless benefitssing translanguaging pedagogy in multi-
lingual contexts. These researches have also ex¢la¢ opportunity to understand and ap-
preciate the world view of multilingual speechedhair plurality thus creating a chance for
governments to promote weaker and underdevelogideinous languages. Considering the
complex linguistic issues in the 21st century,aih de argued that translanguaging should be
adopted as a pedagogical tool that can effectifealyitate the acquisition of literacy skills by
multilingual learners. Translanguaging enables tongppreciate that multilingual readers do
not separate languages when they are readinghd@lkills and aspects of the languages ac-
cessible to learners are used for the benefitiferléarners. Translanguaging is thus used as
theoretical framework in this study for the uretanding of how multilingual learners read
in two different additional languages. The learraesinvolved in the process of ‘languaging’
whereby they use all languages available to thenulsaneously according to need and con-
text.

The models discussed above offers a useful framevier understanding reading for
biliterate development in the present study, whagecipal goal is to assess the reading tra-
jectories of bilingual children reading in isiZudund English. These models are very relevant

since this study compares reading developmentnvahd between languages.
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Research has articulated the importance of motimain reading (Onukaogu & Obafemi,
2008; Bauserman, 2006; Baker & Wigfied, 1999). Mation falls into two types, intrinsic
and extrinsic. Bauseman (2006) argues that intrimstivation to read is more powerful and
leads to a learners’ success more than extrinsigvation. Onukaogu and Obafemi after
studying the Nigerian education system observetsitizools emphasize more on the extrin-
sic than intrinsic motivation thus leading to logading rates in the schools. This observation
finds theoretical support from Matjila and Pretsriiz004), Pretorius and Mampuru (2007)
and, Makalela (2012) who argue that when childnenraotivated to read and have books
made available to them, they read very successfBiyiserman (2006) has recommended
self-selection of reading material attention torelsgeristics of books, personal interest, ac-
cess to books and active involvement of parentacers for facilitating intrinsic motivation
and for getting learners to read and write withliibition. Onukaogu and Obafemi (2010
p.12) argue that the problem of most educationesystin Africa is that “they want to stay
with the learner all the time and this behavioumaldel of language instruction cripples the
development of intrinsic motivation without whidhetlearner cannot develop a critical, crea-
tive and independent learner.” They further ardue tntrinsic motivation can be further
achieved if home, the community and the social gawent get involved in encouraging the
learners to read. It is imperative that teacheesmtors and parents cultivate intrinsic motiva-
tion in children’s reading. The effectiveness ddieers’ cooperation with both parents and
community in motivating children to read is alsadent in a reading project done by Ma-
kalela (2012). Through an intervention programméelp primary school learners to read,
the project ended up involving the whole commurritymotivating children to read which

eventually led to high literacy achievement amdrgylearners.

Research has also identified a number of salietbfg in reading motivation which include:
self- concept, value of reading, time spent talkatmput books, choice and types of texts
available and the use of incentives. GambrellamBgl Coddling and Mazzoni (1996), for
example, postulate that learners’ self -conceptstha value they place on reading are criti-
cal to their study success. In relation to selheapt, gender differences have been identified
as also affecting motivation. Marinak and Gambr€#@07) having studied reading motiva-
tion among grade 3 learners found out that thayrgde 3 boys are equally as self-confident
as their girl counterparts, their self-report viaduis less than that of girls. It has been also
suggested that allowing children to choose whay thant to read, enhances their interest in
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reading (Cordova & Lepper, 1996; Lyengar & Lepd&99; Worthy & Mckool, 1996; Guth-
rine & Wigfield, 2000).

Other important factor in developing motivation feading is read-alouds and discussions.
These factors are deemed to be effective ways ghging teachers in mastery modelling.
According to McGee and Richgels (2003), read-aloemisble teachers to model important
reading strategies and behaviours which is a veportant way of promoting learners to
read. Gambrella et al. (1996) propose that grogpudsions invite and enable learners to
speak, interact, exchange views hence involvingithito active learning leading to a deeper

interest in reading.

Research also emphasizes the importance of prgvaliariety of books at all levels of edu-
cation. Pappas (1993) indicates that kindergarteldren preferred informational texts and
Mohr (2006) noted that first graders preferred nfiction books. In addition, Marinak and
Gambrella (2007) found that third graders valuestieg newspapers, magazines and books.
It is important for teachers to consider the rdlenmtivation in literacy learning in general
and in reading particular because it predicts siteleeading comprehension. A report of the
programme for international students’ assessniegtnisation forEconomic co-operation
and development, (2010), showed that studentsidstan reading directly influences the
students’ reading comprehension. Across the 64 toesnwho participated in the pro-
gramme, students who enjoyed reading the most nopeef significantly better than students
who enjoyed reading the least. It is also cruaaltéachers to know that students, who are
not motivated to read, will never reach full liteyapotential. A study by Guthrine, Schafer
and Huang (2001) revealed that students who wedyhmotivated but were coming from
poor economic backgrounds perform better than stisdeho were not motivated to read and
had the same background. Promoting intrinsic mttwao read should be given a high pri-

ority in the reading curriculum.

The reviewed literature on reading motivation esaliy reveals that learners need intrinsic
motivation in order to read successfully and toi@ah highly academically. The literature
has underscored factors that are crucial to readimgh the present study seeks to investi-

gate.
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A number of studies have considered the issueatufing rate in L2 reading research which
includes (Matjila & Pretorius, 2004; Pretorius & Mpuru, 2007). Reading rates has always
been investigated together with reading comprebandiatjila and Pretorius (2004 p. 9) ex-
plain that “reading rate is always measured togeththn comprehension, to prevent readers
skimming through the text and setting up artifigiddigh reading speeds without understand-
ing.” An exploratory study of grade 8 reading skilh Setswana and English by Matjila and
Pretorius (2004) showed that reading rates are hm@wyin both English and Setswana, a
South African indigenous language. The learnergfopmance in the home language
(Setswana) was worse than it was in English. Theclosion of their study was that there
was poor performance in reading rates in the fasguage because the learners were not
readily engaging with the text and making use eirtmference skills to perceive links be-
tween items of information in order to constructamag as they read. This is a result of
learners failing to get adequate exposure to reaataterial in their home languages. Read-
ing materials are available in English in most sadéheir findings are consistent with the
findings of other researchers in South Africa. $#sdsuch as done by Pretorius and Mam-
puru (2007), Makalela (2012), show that both teesland learners struggle not only with
English but with literacy in general. However, Matgnd Pretorius (2004) warn us that read-
ing rate in L2 should be treated with caution. Tlkay that, “one need to be cautious in ex-
trapolating from reading development in other laaggito reading in the African languages,
especially with regards to reading rates, wherdudiggtion and conjunctive orthography
create longer linguistic units to be decoded.” Tistudy further support the argument that
although reading and language proficiency are ed|asimply knowing a language does not

guarantee that one can read effectively in thajuage.

Another study by Pretorius and Mampuru (2007) camdi that generally learners in South
Africa read slower than their expected level. Thelg was done among 104 grade 7 learners
to examine the relationships between L1 (Northesth® and L2 (English) proficiency in a
high poverty primary school in South Africa througlreading intervention programme im-
plemented in the school during the course of trer.y€he study revealed that reading rates
were slow; learners were really slower in North8aotho than they were in English at the end
of the year. The authors argue that these low mgadites among learners is caused by lack

of a proper print environment and reading materials
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Makalela (2012) also investigated the reading sp@aedng primary learners. He conducted a
case study among grade 5 learners at a remotelschS8outh Africa using a series of en-

quiry directed intervention measures that were atitared to target learners, teachers and
the school literacy environment. The research sbtgyastablish the reading rates of partici-
pating learners in Sepedi and English. The residlthis study show that learners have poor
reading rates in both languages. However, thedingaspeed was better in Sepedi than in
English both in pre-test and post-test. The findieghibit, as the author says that, learners
“had a speed reading advantage in their home lgyggaad that the intervention has signifi-

cantly corrected deficiencies in English,” (p.140his was due to the pedagogical approach
used to do the intervention. The researcher usetslanguaging to facilitate the learners’

reading techniques.

The above discussed research reveals that leam&wsuth Africa read below their levels,
they read below 75% which is the benchmark. Thdistugive various reasons for these poor
patterns of performance as: poor print environmieailequate exposure to reading material,
and poorly trained teachers, among other reasboanlbe argued however, that learners are
read below their standards because they are taoigtuquire literacy skills through methods
that do not fit the multilingual nature of theirvéronment. The learners are taught through
monoglossic practices that treat languages in silben the languages are embedded into
each other in the learners’ minds. Research needay serious attention to the multilingual
nature of these learners and come up with learng@agphing theories that match the linguistic

endowments of these learners.

A considerable amount of literature has been phbtison second/additional language (L2)
reading with scholars becoming increasingly awhe¢ teading in L2 is a complex phenom-
enon. A central concern in the field, first arteteld by Anderson (1984), revolves around the
guestion: whether L2 reading is a language or dinggproblem. This question becomes per-
tinent particularly in the African context whereetimajority of learners, due to political and

historical reasons, gain literacy through a sectditional language.
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Asfaha, Beckham, Kurvers and Kroon (2009 p.351)ehabserved that available research in
L2 reading has mainly come from Western contextg@sing that reading is influenced by
L1 reading and L2 proficiency. These authors aithae it is high time that research be done
in non-Western contexts “where issues of accessl¢éguate resources in reading and second
language acquisition are at the forefront.” Thaw is also supported by Bernhardt (2005),
Makalela (2012), (2013), Mukerjee (2003), Pretomansl Mampuru (2007), Williams (1996)
who articulate that the claim that L2 language igreficy and L1 reading play primary roles
is predicting L2 reading needs to be tested in Wastern countries where a lot of factors in

L2 reading come into play.

The little research that has been done in AfricadLBrreading reveals that “formal accom-
plishment of literacy does not happen easily fomyn&arners in Africa,” Pretorius and
Mampuru (2007 p.40). The major problem is the abséow proficiency in L2. Although
research in African countries has also articuldtedimportance of L1 in the development of
reading literacy, it argues that despite the ctuoi@ that L1 plays in L2 reading, due to his-
torical, political, economic and social factors,mmost cases L1 is not fully developed. Some
of these factors include poor resources, poor pnrtronment, inadequately trained teachers,
and the complex multilingual nature of the contipemong other factors. It is of utter im-
portance therefore for more studies to be donefiit#\to establish to what extent is reading

in L2 a language or a reading problem.

Some studies in Africa have attempted to addrasgtioblem by investigating reading com-
prehension in Africa. Asfaha et al (2009) seekmgwestigate factors involved in L1 and L2
(English) reading among 254 4th graders randomibcssd from schools with different lan-

guages and scripts in Eritrea, studied these lesirneading and language skills. The study
was done in primary schools where the languagestfuction is usually the learners’ mother
tongues from grade 1-5. They used L1 and L2 reacimgprehension tests, L1 and L2 profi-
ciency measures, L1 word reading and backgrouna gaé¢stionnaire to gather the require
data. L1 reading comprehension results revealeadfisignt results while the script based dif-
ference of L2 language proficiency, L2 reading coghension and L1 word reading results
were not significant. The data was analyzed thraughns, standard deviations and ANOVA
tests and showed that the learners’ performancegenasrally low across the reading tests.

The learners were not able to read at the expdeted and more variation was observed in
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home language than second language. The resulisstufat learners’ have low reading per-

formance irrespective of the language they use.

Their findings differ from Pretorius and Cumin () investigated the reading levels of 7th
graders in South Africa. Through an interventiongpamme at 3 schools for 3 years, the re-
searchers examined the effects the programme h#ldedearners’ reading abilities in home
language (Northern Sotho) and second language idahgThe reading proficiency in both
languages was obtained through a reading compremetest which combined a number of
test items (multiple choice questions of an inféeémature, vocabulary questions,cloze
items, identifying referents of anaphoric items auoestions involving graphic information).
A Pearson Product Moment correlation was appligtiégost test sets of both languages and
it was discovered that there were strong corrafatiobtained between reading in Northern
Sotho and reading in English over the 3 years.rigf,lthe results exhibited the Matthew ef-
fect in both languages. Poor readers in one laregyuage also poor readers in the other; simi-
larly, learners who were good readers in one lagguwaere good readers in the other. The
study reports that reading is mainly a languagédlpro and they argue that when poverty
stricken schools get assistance by making bookisahl@and by motivating learners to read,

reading levels will definitely improve.

Another study by Pretorius and Mampuru (2007) sltbmere variance in L2 than L1. These
researchers examined the relationships betweemNbdtHern Sotho) and L2 (English) profi-
ciency in a high poverty primary school (a schoghwery little resources) in South Africa
through a reading intervention programme impleneiiehe school during the course of the
year. The study examined the effects of accedsiloh books and learners’ reading profi-
ciency in both languages. The study was done arh®dgyrade 7 learners. The data was ana-
lyzed through SPSS and it showed that there isga lgap between language proficiency and
reading ability, particularly in L1. L2 proficienayas discovered to be a strong determinant
of L2 reading. In other words, L1 proficiency didtrsignificantly predict L1 reading perfor-

mance, but L2 reading was a strong prediction ofdalding ability.

Matjila and Pretorius (2004) conducted a pilot gttmlexamine reading abilities in Setswana
and English among 88 grade 8 learners in SoutltAfiData was collected through a reading
comprehension tests, a questionnaire and a clazage, reading rate, literacy attitudes, per-

ceptions and practice. Their findings show that Id@ners had low reading skills in both
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languages. The results also suggest that altheaghing and language proficiency are relat-
ed, simply knowing a language does not guarantaiedine can read effectively in that lan-
guage. They further argue that, “reading is a $gaetieaning-constructing skill that must be
developed on extensive exposure to books,” Madjild Pretorius (2004 p. 16).

This view is supported by Fakude (2014) who inggdad correlations between variance of
inference skills in L1 and L2. They used a selfealeped one time series designed test to
measure reading comprehension with the use oftahas sort the learners’ knowledge of
anaphoric resolution and inference skills. The ltesiuthe study showed that learners strug-
gle to read in both the home language and EngHskwever, the scores were much worse in
L2 than L1. Their conclusion was that “if thesedg& learners enter a high school without
the proper literacy skills that will enable themuse reading as a spear for learning and suc-
cess then it is a much bigger challenge for readomgprehension,” Fakude (2014 p. 958).

Research has always investigated comprehensiethergwith vocabulary skills. Bialystok,
Luke & McBride-Chang (2005 p.234) basing on theuargnt that “children’s acquisition of
literacy for language with different writing systerdepends on the structure of the language

and less on the children’s ability to perform théssks in another language, ” investigated
vocabulary skills among primary bilingual learneFeey compared differences in the degree
of language proficiency of bilingual Chinese chédrwho were between 5 and 6 years in
Canada using tasks reconstructed in parallel vessfor both English and Chinese. The
learners were tested on vocabulary and phonologwalreness, effects of bilingualism on
decoding, transfer of skills across languages. résearchers discovered that language profi-
ciency matters in reading but phonological awarersesl decoding skills should be built up
separately for each language/writing system. Initewh] establishing the skills in one lan-

guage/system does not guarantee that these sKillsetransferred to another language.

Matjila and Pretorius (2004) also investigated \mtary skills in their study discussed
above. These researchers argue that testing vacghsilan indirect way of assessing reading
ability. This study tested the students’ abilityiméer the meaning of words when contextual
clues were provided in the text. The results shotwatithe learners’ ability to infer word was
very poor. They concluded that the learners had peading skills and argue that vocabulary
knowledge and reading ability are closely linkedlsat “learners who read a lot tend to have

larger vocabulary than learners who do little ragdi (p18).
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Pretorius and Currin (2010) also investigated vataly skills among Grade 7 learners read-
ing in Northern Sotho and English. Results at tttervention school showed some Matthew
effect in both languages. They argue that suchtseate caused by the fact that learners do
not have adequate access to print material. Thélyeflunote that if learners get enough expo-

sure to reading material they will improve theiadeng levels.

The above discussed literature explores the regtimlgjlems encountered in L2 reading. The
studies show that a lot of factors prevent learfrers reading the second language (English)
at the expected level. The studies further rethestlalthough the learners’ reading levels are
poor in English, the levels are even worse ofhia learners’ first languages. However, there
is a paucity of studies published on children wdadrin languages that are not their first lan-
guages. Williams (1996) raises an important poinemvhe talks about the existence of varie-
ties and dialects of the language instruction. \Wifiams (1996) one of the conditions that
L2 reading research in Africa has to strive toifudf that the researcher must make sure that
the L1 being tested is actually the L1 of the speand not simply a language the subject
speaks proficiently. Williams’ (1996) argument daa taken further to propose that learners
should be tested on every language that they usehool even if the language is not the
learners’ first language. It can be argued thainkexa read below their standards as research
shows, because they are being taught through edotstems and pedagogical approaches
that are irrelevant to their socio-cultural andylirstic situations. Continuing promoting edu-
cational systems and monoglossic pedagogies thapha&size on the concepts of mother
tongue, first or additional languages simply peuptt the failure of the learners. There is
need for more research that focuses on and spedke teality of today’s multilingual con-
text. Today's children can no longer be separatambraling to languages nor can they be
identified with the concepts of mother tongue,tfos additional languages. The children are
growing up speaking more than two languages simediasly where the languages are en-
meshed and embedded into each other. Research tea@ugestigate how these children
manage to read and negotiate academic contentuiatisns where they are taught to read

through and by monoglossic pedagogies.
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This chapter has reviewed literature on tlewetbpment of reading literacy for biliterate
development and revealed that research ogllg bf the problems of reading in home
languages but there is a paucity of reseamshreading problems among learners who
read in languages that are not their hanguages/ mother tongues. There is need for
research that explores the predicament ofdeim who have to learn literacy in a
school’'s home language and LoLT different fraheir mother tongues. Reading literacy
theories seem to be lopsided and are unable tauatéor complex reading development in
the context of mobility. In particular, they fad account for concurrent development of read-
ing skills/strategies and synergies between langsidigat are not the readers’ L1. The re-
viewed literature also exhibited that moshass, particularly in South Africa, use ed-
ucation systems that employ monoglossic frameksvand practices that encourage
learners to acquire literacy through one e and or through subtractive bilingual-
ism. Subtractive bilingualism is whereby learnems allowed to learn first in their mother
tongue up to a certain stage, and then the matingue is removed so that the learners learn
in another language as the LoLT, usually Engligher& is need for research that investi-
gates the best way to help today's multilingefaldren to acquire literacy. The present
research seeks to fill in this gap by itMgging the reading skills of learners who d
not have isiZulu as their mother tongue but amguiring literacy through isiZulu and
English . The next chapter discusses the reseaethoaiology used in this study. It explains
where the research was done, how the sample wedtestland the methods used to analyze

data.
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CHAPTER THREE: RESEARCH METHODOLOGY

|

The aim of this study was to investigate how mialglial children mediate reading in two
languages which are not their first languages. piteeious chapter discussed literature for
biliterate development. This chapter describesdisearch design, population, sampling pro-
cedures, data collection methods and analysis igebs that were used to answer the re-

search questions. The chapter also reports oraéttoasiderations that apply to this study.

|

The present research is quantitative. A quantegatigsearch, according to Aliaga and
Gunderson (2000 p. 1), can be defined as “explgipinenomena by collecting numerical
data that are analyzed using mathematically basstiads (in particular statistics). In other
words, the quantitative descriptive method is pritpaoncerned with finding out the degree
to which a phenomenon is. In this particular studgmployed the quantitative descriptive
method because the study is primarily concernet fiiiding out the extent (i.e. numerical
value) to which bilingual readers reading in isiZaind English, which are both not the read-
ers’ first languages, mediate reading strategigbase two languages. For the purposes of
this research, | considered the quantitative deagythe most appropriate design to elicit the

required data.

|

The sample for this study was 45 bilingual readeérs are in the intermediate phase of their
primary education which is from grade 4-6. Therfoufifth and sixth graders were chosen
as the best subjects for this study because it ikis phase where the switch from using in-
digenous languages as the medium of instructioBnglish takes place and | thought this
was a critical period of transition thereby makihigs stage highly suitable for the current
study. The span from Grade 4- 6 is also importarthat it represents the entry and the exit
levels to the intermediate phase. These learnscshalve varying experiences in learning in
both isiZulu and English and their reading skiisbioth languages are relatively comparable.
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In the present research, Grade 4-6 learners aem takbe an intact group because the learn-

ers are at the same level of education and or n@a&go

For the purposes of selecting the sample for théystthe multiple stage sampling procedure
was used. Multiple stage sampling was employedrderoto cater for both probability and

non- probability methods since this was a quamtgastudy. Firstly, purposive sampling was
used to select the school. MacMillan and Schuma(2@t0) argue that in order to employ
purposive sampling, participants have to have §ipegualities which illustrate the purpose

of the project. Put in other words, when purposivieerion sampling is used, subjects are
hand-picked on the basis of specific charactesstia the current study, | chose one particu-
lar multilingual school. The school is composedle#rners from different language back-
grounds. The school is located in a predominatelye8ii speaking area but other South Afri-
can indigenous languages are also found in the @heaschool has Sepedi, isiZulu and Eng-
lish as its official languages. The school was Bpatly chosen because it uses isiZulu as
one of its home languages and as a language ofigtisn from grade 1-3. It uses English as
the LoLT from grade four upwards. Since the currstaidy focused on investigating how

children who do not have isiZulu and English adrtlfiest languages, mediate reading in

these two languages, the school was considerduettesite to provide the required data.

Secondly, | used simple random sampling to selextpiarticipants. The tests were adminis-
tered to every learner who was in grade 4-6 arglvtiais done for ethical reasons. | was care-
ful not to separate the required participants ftbeir classes because this could have created
anxiety in the participants and they could have s$eigled out and uncomfortable that they
were the only ones writing a test. Making everynea write the tests helped the participants

to relax as they saw themselves being assessegras@a

Finally, | employed stratified random sampling whis useful in such researches because it
ensures the presence of the key subgroup withisah®ple. In support of this, MacMillan &
Schumacher (2010) define stratified sampling as&hod of sampling that involves the di-
vision of a population into smaller groups knowrstasta. In stratified random sampling, the
strata are formed based on members' shared atsiloutcharacteristics.” Due to these af-
fordances, | considered using this sampling metsthe most appropriate for the study. The
first step in using this sampling method was tatdpe population into different strata. |

therefore used the Grades and the different farsgliages as the strata. In the second stage, |
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randomly picked from every grade the scripts ofldaners who did not have isiZulu as their
first language. All in all, | managed to have italot5 participants which are considered good

enough for descriptive statistics that | employednalyze the data.

|
The following sub-sections describe the researstruments, data collection and data analy-

sis procedures that were employed in the study.

In the present study, | adopted both the vocabwdad/comprehension equivalent tests from
a lager multilingual literacy project- Wits Abafumdbahlalefe Multilingual Literacy Project
(WAMLIP). The tests have been in use for more thaee years. | have decided to adopt
these tests because their elements address thaiageof this study which are basically to
determine the comprehension strategies of bilingaatiers who do not have isiZulu and

English as their first languages, but are readindpé two languages.

' 3-(95-(3) :3/ /'50()*
Motivation is one of the key factors that influemeading. Research confirms that learners’

motivation is a key factor in successful readingK@& & Wigfield, 1999). Since motivation
is crucial in the reading process, the currentaretesought to find out the participants’ mo-
tivations for reading. To capture these motivatjdhse first part of the test paper (see Appen-
dix 1) had ten questions to which the participdrad to fill in by choosing YES/NO. These
ten questions sought to find out what, how and thleyparticipating learners reading both of
the languages. Basically, the questions aimed tabkeshing the learners’ reading patterns
and habits both at home and at school. The questine all in English. Each question was
measured at 1, YES=1 and NO=0.

Il 3.5;+45/2 ' -

After the part on motivation, the second part &f thst paper tested vocabulary skills. The
part had different sections testing on differentescss of vocabulary skills. Section A, specif-

ically tested the learners both on spelling andupecword mapping (see Appendix 1). There
were 10 questions in English (questions1-10) andjdéstions in isiZulu (questions11-20).
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The learners were given four pictures for each ipre$o match to the word that the test giv-
er would have called out. The learners were reduinedentify the picture that matched the
word called out and tick it. The learners were aksguired to spell the word in the spaces
provided. The pictures were from different subjedtsme at this level such as mathematics
and life orientation, among other subjects. Theéupes were representatives of high frequent
words from the grade 4-6 English and isiZulu migxt books on all the subject that are
studied at this level. The words ranged from dayilt words to polysyllabievords because
such words are not too difficult for learners astlevel. The words in the two languages
were different in order to avoid carry over effefrtsm English to isiZulu but the range of
syllables and level difficulty were maintained. #ipg was rated on a scale of 1-4 where (1=
unrecognized, 2= recognized, 3= recognized but mithor corrections, 4= correct). Identifi-
cation of the picture was measured at 1 where trecbidentification and O=wrong identifi-

cation.

After this section, the section that followed, smttB (see Appendix 1) tested on word
recognition skills both in English and isiZulu. kears were given four pictures and a written
word for each question. In this case the learnes swpposed to indicate the picture that
matched the given word. Again the words were Hiigquent words from the learners’ text
books on various subjects for both languages. Wais scored at 1, where 1=correct match-
ing and 2=wrong matching. Question 1-10 were inli8hgand 11-20 were in isiZulu. The
words were different in both languages but the skawel of difficulty was maintained, they

also ranged from disyllabic to poly-syllabic words.

I '50()* 5-

Before gttempting the comprehension questions th fkenguages, learners’ reading rates
were established. The learners were assessed dinggate which was taken to determine,
more or less, the pace at which they were readihg.learners were given a reading passage
first in English (see Appendix 2) and were all toddstart reading at the same time, and after
a minute, they were stopped and asked to circlevibrel they had been reading when they
were stopped. The number of words that a learneitdMoave read in a minute was taken to
be the learner’s reading rate/speed. After theingagte test in English, it was also done in

isiZulu (see Appendix 3) and the same procedure® @lowed. After this, the learners
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were then asked to do the comprehension test. Staeted with the English comprehension

test and thereafter, they did the isiZulu comprsientest.

' 361/'&'),(3) '<+(954")- -',-,
One of the objectives of this research project teadetermine the bilingual learners’ com-

prehension strategies in the two languages, isiaall English, and to identify the partici-
pants’ reading skills in both languages, (see died.3.2). Administering comprehension
tests to the participants at both the vocabulads@mprehension levels was considered the
most appropriate way tgather the required data. Studies such as Fakudel(2Makalela,
(2010), Pretorius and Mampuru (2007), confirms dffectiveness of vocabulary and com-
prehension questions in assessing a child’s corepsetin skills. Study mode (2015) postu-
lates that reading comprehension questions tess abdity to understand a passage on the
basis of what is said and implied in the passageoiling to Porter (1990 p.93), good learn-
ers use a variety of comprehension strategies samedusly and “they know how to deliber-
ately apply specific strategies to aid their corhgresion, participation with regard to chal-
lenging text or information.” In this study, themprehension tests that | chose had the men-
tioned qualities. As a result, | concluded thatythad the capacity to provide adequate data

to determine how the participants mediate compr&barstrategies in both languages.

As mentioned above, the comprehension equivalesis,t€see Appendix 2 and 3) were
adopted from a lager multilingual literacy proje¥tits Abafunde-bahlalefe Multilingual Lit-
eracy Project (WAMLIP). Using these tests, the ipgrants were tested both on literal and
inferential comprehension skills. The comprehensjaestions in the tests were based on
Bloom'’s taxonomy to allow the testing of all cogwat skills used in reading thus allowing
the testing for both literal and inferential skitlgat the research sought to investigate. The
texts that were used as the comprehension pasfagbsth the English and isiZulu lan-
guages were extracted as they are from the Witduida-bahlalefe Multilingual Literacy
Project (WAMLIP). Both passages had about 320 weash and were about animals. The
English passage was about ants, a snake and a'b&dsnake went and coiled itself around
the bird’s eggs and took possession of them byefofbe bird cried for help until some ants
came to its rescue. The ants bit the snake anshidiee finally left the bird’s eggs. The isiZu-
lu passage was about different animals. In thig,céasvas about an elephant which went to
shake a tree where a bird had laid its nest. Tiiedsbtested but the elephant would not lis-
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ten until the bird flow into the elephant’s ear gmitked until the elephant ran away. The
general theme in both stories was that powerfupfgem life should not use their power to
oppress others because they can be defeated ble peop are thought to be weak. | decided
to use stories on animals because they easily reafte interest and imagination of children
at this level whose life experiences are still tedito answer inferential comprehension ques-

tions.

The five questions that tested literal comprehansialls were multiple choice questions for
each language. All the answers for the literal jaes were in the passage and the learners
had to pick up these answers from the passage widssmeasured at the value of 1. The in-
ference part of the comprehensions in both languagguired the learners to write a para-
graph on what they could have done if they werthéposition of one of the characters par-
ticularly, the bird. The answers were not providethe passage and the learners had to infer

the answers from the passage. These parts wegnedst marks each.

The test as a whole was administered to all theméea who were assessed as a group in their
respective classrooms. Each participant was isaiiiada question paper to answer as an in-
dividual. The question paper provided spaces whtergarticipants could write the answers.
In order to ensure that that the learners undedstbe instructions correctly, and to clarify
any words that may have been incorrectly readtasiegiver went through the question paper
with the participants. The tests were administdrgdoth an L1 isiZulu speaker (research
assistant) and L2 English speaker (the researchiee) entire test took participants about 45-

60 minutes to complete.

|

The data collected from all the different segmaitthe tests that were administered to the
participants were put to coding and verificatiorotigh the SPSS software. Thereafter it was
analyzed using descriptive statistics involving ne# measure the central tendencies and
standard deviations to measure dispersion. Furtteched t-tests were done to determine
whether observed mean differences between the d@eguwere statistically significant. The

calculations of the matched t-test were pitchetth@iconventional significant level 0.05.

33



|

A number of instruments were used in the presesgareh to investigate how multilingual
children mediate reading in two languages whichraretheir home languages. It was im-
portant to consider the reliability and validitytbie instruments that were used to collect data
because, as Nunnally (1978) argues that, reseaqciires dependable measurements.

The relationship between the concepts validity ehidbility is such that a valid test will also
be reliable. Phelan and Wren (2006 p.1) definediglas referring “to how well a test
measures what it is purported to measure” andhiétiaas “the degree to which an assess-
ment tool produces stable and consistent results differently, test reliability means that
repeated measurements will give nearly the sam#tsg€armines & Zeller 1979). Thus the
reliability of a test can be considered to be asueaof its consistency. In this study, reliabil-
ity and validity were ensured by adopting the assesit tools from a lager multilingual liter-
acy project, Wits Abafunde- bahlalefe Multilinguateracy Project (WAMLIP) where these
tools have been in use for three years now. Theuments adopted could be considered
standard tests and they are claimed to have atyadil90% (Makalela 2012). The researcher
also asked two different people to check the acyuoé the texts/test before they were given
to the participants to ensure inter-reliability.dddition, a pilot study was also done to deter-

mine the reliability of the tests.

1%
The ethical clearance to conduct this researchseaght from the Wits School of Education.

The researcher also sought permission to condaatettearch from the Gauteng Department
of Education under a lager multilingual literacyjecct- Wits Abafunde- bahlalefe Multilin-
gual Literacy Project (WAMLIP), (see Appendix 4)erfission was also sought from the
respective local school authorities.

All participants were informed at the beginningtloé study what the research was about and
what it intended to achieve. The participants wasieed to sign consent forms before partici-
pating in the study. Since the participants irs $tudy are considered vulnerable, their par-
ents were given the information sheets and corfeemts to inform or decline their child’s

participation in the research. The principals’ dadchers’ consent was also sought. It was
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made clear to all (participants, parents, pring@aid teachers) that participation was volun-

tary and that they would be allowed to withdrawnirthe study at any time.

The participants and the school authorities weoensed that the children’s names and the
names of their schools would not appear in thd fiesearch report. The identities of the par-
ticipants would be protected at all costs. Theyenadso told that the raw data that collected
will be kept under the custody of the supervisat all be destroyed within a period of 3-5
years.

|
There are two limitations to the study. First, #anple for the study was relatively small.
The research had targeted 60 learners but onlyetd awvailable to participate in the study.

Be that as it may be 45 is a reasonable number tudntitative study.

The second limitation to the study was that theas missing data on some of the biograph-
ical information that was sought from the particifga The missing data was on gender/sex of

some of the participants.

I=

This chapter has described the research methoddhagyhas been employed in this study.
As a quantitative study, it relied on multi-stagenpling procedures to elicit data from 45
participants. Details of data collection procedurespecially how the use of instruments
adapted from Wits Abafunde-ba-hlalefe Multilinguateracy Project (WAMLIP) were de-
scribed. Analysis relied on paired t-tests to corapaeans across a number of variables. The
next chapter presents an analysis and discussithe dindings of this study.
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CHAPTER FOUR: DATA PRESENTATION, INTERPRETATION AND
ANALYSIS

|

As mentioned previously, this study aimed at inigasing how multilingual children mediate
reading in two languages which are not their homs¢/fanguages. This chapter presents, in-
terprets and analyzes the data obtained from tstysiThe presentation follows data seg-
ments from questions on learners’ motivation, votaty questions (see Appendix 1) com-
prehension equivalent tests and oral reading siestsl (see Appendix 2 and 3). The type of
data obtained from the tests is ordinal and detbeeigstatistics was used to analyze it. As
mentioned earlier, means were used to measureateatrdencies and standard deviations
were used to measure dispersion. Further, statishferential tests, t- tests pitched at the

alpha value of 0.05 were conducted to measurefgignce levels.

|

The forty five participants were asked to provitleit demographic information including
grade, gender and language background. It was seget® elicit this information to ensure
that all the characteristics required in the samypdee represented. The results are summa-

rized below.

It /50" '9'4
The participants were asked to indicate their gtadel in the study. The results of their re-

sponses are presented in Fig 1 below.
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Figure 1: Grade Level

GRADE LEVEL
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o Grades
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The majority of the learners (19) were in gradend this constitutes 42% of the sample. The
second highest number of participants (15) was fgvade 5 which is 31% of the sample.
The lowest number of participants (12) was fromdgr® and this constitutes 26% of the
sample. It was necessary to find out the gradekeoparticipants in order to ensure that all
the grades in the intermediate phase were repeskent

'r-n0/>'?
Gender is the next biographical variable that #tigdy focused on. The responses are pre-
sented in Fig 2 below.
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Figure 2 : Gender / Sex

SEX
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The figure shows that (21) of the participants, 43Rthe learners were male and (22) of the

participants, 49% were female. Two participants, dith not indicate their sex. In order to

avoid bias towards one sex, the participants haddicate their sexes and this helped the re-

searcher to ensure that all the sexes were repeesegnthe sample.

Il B)*+5* 5.8%/3+)0

The participants were also asked to indicate theme language in the study. The results of

their responses are presented in Fig 3 below.
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Figure 3: First Language

First Language

H Xhosa

H Venda
m Xitsonga
H Sepedi
m Siswati
u Ndebele

m Shona

This figure shows that only seven home languagesiaminant among the learners in this
study. The majority of the learners have isixhcsaéhair home language (24%), followed by
Sepedi with 22%. Ndebele had 16%. Siswati and Shadal3% each while Venda had 7%.
Xistonga had 4%.Language was the major determfaater for the learners to participant in
the study, it was crucial therefore for the papé@ting learners to indicate their first lan-
guages. For a learner to participate in the presteioy, they should not have isiZulu as their
home/first language. Eliciting the learners’ langeebackground helped the researcher to
know which and how many languages are availabteaerarea to reflect the diversity of lan-
guages among the learners.

I

Available research on reading shows that most idass teachers acknowledge that lack of
motivation is at the root of many problems thatneass face in reading for literacy achieve-
ment (Cordova & Lepper, 1996; Gambrell, Palmer, ldgd& Mazzoni, 1996). It was neces-
sary in this study to determine the reading moiwvabf the participating learners. The study
posed this research question: What are the leamets/ations for reading in languages that
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are not their mother tongues? To answer this quedtie first part of the test paper (see Ap-
pendix 1) had 10 questions that sought to elididrmation on the learners’ motivation for

reading both at home and at school. The resultsiaremarized in Table 1 below.

Table 1: Motivation

Number of Minimum Maximum Mean Standard De-
participants score Score viation
(sd)
45 0 9 5.73 2.807

This table shows a minimum score of 0/10, a maxinsgore of 9/10, a mean of 5.73 and a
standard deviation of 2.807. The mean score of 6ul®f 10 shows that the degree to which
these learners were motivated to read was lowldeoners to be considered highly motivat-
ed to read, they should have an average score %f &td above. The standard deviation
2.807 shows that the group is homogenous. Thereareal differences between the partici-

pants who are highly motivated and those who ate no

'Y 1'44(0)* 75/,
One of the objectives of the present study wassess the learners’ vocabulary skills, which

included phonemic, semantic and grapheme awarelmésened by this objective, the study
sought to answer the following question: What & learners’ vocabulary skills at phono-
logical, semantic and grapheme levels in isiZuld &mglish? The participants were tested
first on their spelling awareness. The resultshig tomponent of reading are presented in
Table 2 below.
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Table 2 : Word Reading (Spelling)

Language Number of | Minimum Maximum Mean Standard
Participants Score Score Deviation
(sd)
English 45 9 39 23.82 9.576
isiZulu 45 3 39 27.71 10.359
t=1.849 dsg p > 0.05

These test results show that the minimum scorkdriEnglish spelling tests was 9/ 40 and the
maximum score was 39/40. In isiZulu, on the othemd) the minimum score was 3/40 and
the maximum score was 39/40. The learners had & s@&ae of 23.82 out of 40 (60%) in
English and a mean of 27.71 out of 40 (69%) fafui. Both mean scores show that the
learners have low spelling awareness in both lagegigince both means are far below 75%
of the total mark which is considered the benchkmaAithough the mean scores are both
lower than the expected standard, the results gshawthe mean score was higher (69%)
than English (60%) implying that the learners parfed better in isiZulu than in English.
The standard deviations were 10.359 for IsiZulu @%¥6 for English. Both standard devia-
tions show that the participating learners wer@mdgenous group in their level of spelling

awareness in each of the languages.

To compare the means between the two languagesteal - test was conducted and pitched
at a significance level of 0.05. The results (t = 1.849; df = 8; p > 0.0%)icate that there is

no statistically significant difference between tearners’ performance in the two languages.
This suggests that the learners performed esdgrditathe same level despite the language

they were reading in.

What is striking about these results is that leari@ave displayed a relatively high level of
spelling awareness at 69% in IsiZulu which is m&tit mother tongue. This finding was un-
expected because reading research in South Afasayénerally found out that usually learn-
ers do not read well in African/home languagese,($er example, Pretorius & Mampuru
2007; Pretorius & Currin 2010; Makalela, 2012; 20Matjila & Pretorius, 2004). When
compared to other learners in the previous studies,present learners actually read at a
higher level. Matjila and Pretorius (2004) repdwdt; generally, learners in South Africa read

below the level of 60%. Since the learners in tresent study could read relatively well in a
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language which is not their mother tongue compérddarners who read poorly in their own
mother tongues as seen in the previous studiesanitbe argued that the concept of first/
home language for these type of learners is ireglevihese learners are coming from a
background where there is diversity of langsage reflected in Figure 3 on the bio-
graphic information of the learners. In such a lgacknd, there is usually hybridity, fluidity
and fuzziness among language boundaries alloveiagérs to use all the languages ac-
cessible to them so that it will be difficuto put clear boundaries among these lan-
guages and attach one language to a child eigihio be the child’s true or clear mother
tongue (Makalela, 2013).

It 3/0 (.-+/' 511()*
Another aspect of vocabulary skills that was tegtetthis study in conjunction with spelling

awareness was word picture mapping. After spetliegword, the learners had to identify the
picture that matched the spelt word. The resulthisf set of data are shown in Table 3 be-

low.

Table 3: Word Reading (Word picture mapping)

Language Number of | Minimum Maximum Mean Standard
Participants | Score Score Deviation
(sd)
English 45 4 10 8.40 4.545
isiZulu 45 1 10 8.18 1.838
t=0.301 df = 88 p >0.05

The results showed that the learners had minimwresof 4/10 and a maximum score of
10/10in English. They had a minimum score of 1/4@ a maximum score of 10/10 in isiZu-
lu. The learners’ mean score was 8.40 out of 1&kvis equivalent to 84%, in English and
8.18 out 10, which is equivalent to 82% in isiZwlith regards to word picture mapping
skills. These two mean scores exhibit that theippéting learners have high word picture
mapping skills (above 80%) in both languages. Theselts further suggest that these learn-
ers can read very well in both languages. The tesU$o reflect that the mean score was
slightly higher in English (84%) than in isiZulud%). The standard deviations were low in

42



both languages which were 4.545 for English an®@&f@ isiZulu. This indicates that the

learners’ performance was homogeneous in both yegl

The next task was to test whether the differenicasresulted in the two subjects were statis-
tically significant. A paired t- test was conducteccompare the means scores in English and
isiZulu whose results showed that the differencesewot statistically significant (t = 0.3; df

= 88; p>0.05) which implies that there are no ditierences between the participants’ per-

formance in English and isiZulu.

In contrast to previous studies such as Pret@masCurrin (2010) and, Matjila & Pretorius
(2004) who observed that, in South Africa, gengrd#arners have poor reading skills in-
cluding vocabulary skills even in their own mothengues, the present study shows that
learners have very high scores in vocabulary skH€6 in English and 82% in isiZulu. An
important issue emerging from these findings ig tharners are capable of reading in lan-
guages that are not their mother tongues. Thist @ig also been observed of the results on
the learners’ spelling skills above. Taken togettiegse results confirm the argument that the
concept of firstthome or mother tongue does notyajaplearners who have access to a num-
ber of languages. The participating learners livan environment where boundaries among
languages have become blurred. Under these cirances, it is difficult to tie learners to
specific languages as their mother tongues. Alldhguages are at the learners’ disposal and
the languages are used interchangeably as neatirsnd. In other words, the learners are
involved in a process that could be referred tdaagyuaging’ whereby they move from one
language to another languagecomtinuous action of engaging in language usehikdase,
the learners understand all the languages arowerd ttence they are capable of reading in
any of the languages that are not considered asntim¢her tongues officially. It is also sig-
nificant to note that the learners read at morkess the same level in English and isiZulu as
reflected by the t test results which showed thatdifferences between the mean scores in
the two languages are not statistically signific&gading at the same level in languages that
are not the learners’ languages further confirmt thay can read in whatever language that

they understand.
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To further define the learners’ vocabulary skillee learners were tested on word recognition
whereby they had to select among four given pistiwe one question, a picture that matched
the given word in the question. The results of #gpect of vocabulary skills are reflected in
Table 4 below.

Table 4: Word Reading (Word Recognition)

Language Number of| Minimum Maximum Mean Standard
Participants | Score Score Deviation
(sd)
English 45 0 10 6.38 1.800
isiZulu 45 1 10 6.91 2.703
t=1.251 df =88 p >0.05

Table four above shows that the learners had anmaimi score of 0/10 and a maximum score
of 10/10 in English. They also had a minimum saufr&/10 and a maximum of 10/10 in Isi-
Zulu. The results further show a mean score of 618810 (64%) in English and a mean of
6.91 out of 10 (69%) in isiZulu. Both these meaares show that the participating learners
have poor reading skills in both languages sine# ferformance is below (75 %) which is
considered as the bench mark. These results fudheal a higher mean score of 6.91 in isi-
Zulu than in English which has a mean score of 8l8§yesting that the learners performed
better in isiZulu than in English. The standardidgons were both low, 1.800 in English and
2.704 in isiZulu. This shows that the learners warbBomogeneous group in their perfor-
mances in both languages. A paired t test was @teduo compare the mean scores in both
languages. The results of the t test showed tleatifierences in the mean scores were not
statistically significant (t = 1.25; df = 88; p ®6), suggesting that there are no real differ-
ences between the participants’ performance inigmgind isiZulu. These findings reveal
that although the learners performance irh bahguages is taken to be below standard ,
they still show that they are capable ofdneg in a language that is not their mother
tongue. These results further confirm the arguntieat the concept of home/ first lan-

guages or mother tongue are irrelevant fas tifpe of learners.
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One of the main objectives of the study was tordatee the reading speed/ rate of the learn-
ers in both languages and one of the researchigngstias: What is the learners’ reading

rate/speed in English and isiZulu? Table 5 beloflects the reading rates in the two lan-

guages.

Table 5: Reading Speed

Language Number of| Minimum Maximum Mean Standard
Participants | Score Score Deviation
(sd)
English 45 322 128.64 72.226
isiZulu 45 258 122.40 69.309
t=0.418 f =88 p>0.05

With regards to reading rate, the tests showednanmim reading rate of O words per minute
and a maximum reading rate of 322 words per minuténglish. In isiZulu, the minimum
reading rate was 0 words per minute and the maximaading rate was 258 words per mi-
nute. The tests also show that the learners haewenage speed of 128.64 words per minute
in English and an average of 122.40 per minutsiduiu. These results reveal that the learn-
ers have very low reading speeds (below the bentghofal60 words per minute) in both
languages. The tests show that the learners hathdasd deviation of 72.226 in English and
standard deviation of 69.309 in isiZulu. Both loése standard deviations show that the par-
ticipating learners did not diverge much from theams, showing that they performed at
more or less the same level. A paired t test waslwcted to compare the mean reading speed
scores in both languages. The differences in thdimg speeds between the two languages
was found not to be statistically significant (10418; df = 88; p>0.05) which means that
there are no real differences between the partitspeaeading speeds in English and isiZulu.

The fact that learners read below the standarddsigeeonsistent with findings of other re-
searchers in South Africa. These include studieseday Pretorius and Mampuru, (2007),
Matjila and Pretorius (2004) and Makalela (201@0Q12) which observed that learners in
South Africa read below the bench mark of 160 waelsminute. An important issue emerg-
ing from these findings is that the learners irs 8tudy, who read in a language which is not

their mother tongue, read at par with learners whee reading in their own mother tongues.
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This observation further confirms the claim thatearner can read in any language that

he/she understands, which does not necessarilytbdethe learners’ first language.

|

Identifying the learners’ literal reading skills svanother objective of the present study. This
objective led to the following research questiorhaWare the literal comprehension skills of
the bilingual readers in both isiZulu and Engliskie results on this aspect of reading are

presented in Table 6 below.

Table 6: Literal Comprehension

Language Number of| Minimum Maximum Mean Standard
Participants | Score Score Deviation
(sd)
English 45 5 1.73 1.286
isiZulu 45 5 1.62 1.3
t=2.046 df = 88 p > 0.05

The test results show that the learners had a ramiiscore of 0/5 and maximum score of 5/5
in English. These results also show that the learhad a minimum score of 0/5 and maxi-
mum score of 5/5 in isiZulu. The results furtheowha mean score of 1.73 out 5 (35%) in
English and a mean score of 1.62 out of 5 (32%%iZulu. This reflects that the learners’
degrees of literal comprehension skills when meabagainst the 75% are low in both lan-
guages: 35% in English and 32% in isiZulu. The déad deviations were 1.286 in English
and 0.726 in isiZulu. Both the standard deviatishew that the learners were a homogene-
ous group in their performances in both languagegaired t test was conducted to compare
the mean scores in both languages and it showedhnaifferences among the mean scores
in the two languages are not statistically sigamic(t = 2.046; df = 88; p > 0.05). There are
interesting observations and arguments that canduke as far as these results are concerned.
The first observation is that it is on this part&guaspect of reading that the learners per-
formed the worst. The reason for this poor perforoeacould be that comprehension skills
require higher cognitive skills compared to vocabylskills. The learners would therefore
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need a lot of coaching to do well here as they migtve not yet mastered this high level
skill. Another reason could be that the learneesjast not motivated to read as has been re-
flected by the results on motivation. This lacknebtivation is likely to affect their compre-
hension skills. However, it can also be observed tlespite the fact that these results are
very poor, they are in the same range with redrdis other studies. Fakude (2014), for ex-
ample, indicate that primary school learners intBoAfrica read at a level of (+/- 40%).
From these observations it can still be argued ldehers observed in this study are quite
capable of reading in languages that are not thether tongues.

1%
Oakhill, Cain and Yulli (1998) argue that the alyilio answer text-based inference questions

rather than literal ones is a reliable indicatorhofv well a reader understands a text. In-
formed by this argument, it was necessary therefotkis study, in addition to assessing the
learners’ literal comprehension skills, to assésrtinferential comprehension skills. This

research posed the question: What are the infafezdmprehension skills of the bilingual

readers in both isiZulu and English? In order teeas their inferential processing for read
information the participating learners were asked bigh order question (in both languages)
to connect the stories they had read to their imajiife situations. The question was meas-

ured at a score of 2. The results of this tesshosvn in Table 7 below.

Table 7: Inferential Comprehension

Language Number of| Minimum Maximum Mean Standard
Participants | Score Score Deviation
(sd)
English 45 0 2 1.18 0.8
isiZulu 45 0 2 0.80 0.8

t=2.046 df=88p <0.05
With regards to inferential comprehension, the wsiwed that learners had a minimum
score of 0/2 and a maximum of 2/2 in English arst & minimum score 0/2 and maximum
score of 2/2 in isiZulu. The tests results alsowslaomean score of 1.18 out of 2 (59%) in
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English and a mean score of 0.80 out of 2 (40%gikulu. These results show that the learn-
ers have low inferential skills in both languagéke standard deviations were 0.8 in both
languages showing that the learners were a homogengroup and they did not diverge
much from the means. The next task was to testheh¢te differences in the two means was
statistically significant. A t test was done and thsults indicated the differences were statis-
tically significant (t = 2.046; df = 88; p <0.05)hese results suggest that the learners per-
formed well in English than in isiZulu. The reasfan this could be that there are a lot of
reading materials in English than in the local lages exposing the learners to more prac-
tice in English than in indigenous languages. Pnavistudies which include Pretorius &
Mampuru (2007) argue that learners do better iniEim¢pecause English is a well-resourced

subject.

The interesting thing to note about these findisghat they reveal that learners in this study
read at par with learners from previous studie® fHgt that these none first language speak-
ers of isiZulu read at the same level with firsigaage speakers of South African’s indige-
nous languages makes one to further argue thasghe of first language is not important in

reading particularly with multilingual readers.

Il

From the results of this research, four major tegcal interpretations can be deduced. First-
ly, this research confirms the claim that, in SoAfhica, primary school leaners read below
expected standards. Conforming findings from presistudies on reading in second lan-
guage in South Africa, the findings of the presesiearch have also revealed that primary
school learners in South Africa read below thedadath bench marks. The participating learn-
ers performed below the benchmark (75%) in all tdsts they were given. On spelling
awareness they scored an average of 60% in Eralidl69% in isiZulu. On word matching
skills tests, they had a mean score of 63% in Bhgnd 69% in isiZulu. Concerning literal
comprehension skills they had an average of 35&nglish and 32% in isiZulu. On inferen-
tial comprehension skills they had an average @b 38 English and 40% in isiZulu. All
these marks when compared against the 75% benchthask are considered to be below
standard. It was only in picture matching skillattthey had 84% in English and 82% in isi-

Zulu.
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The results from this study also showed that tlenkrs’ reading speed was below the ex-
pected standard. The standard reading speed iper6finute but from the findings of this
study the learners’ had an average reading spe&@8oivords per minute in English and 122
words per minute in isiZulu. The findings that leens’ read below the expected level, as has
been mentioned above, finds theoretical suppornfetudies which include: Pretorius &
Lephalal (2011), Pretorius and Mampuru (2007), Neatand Pretorius (2004), Makalela
(2010), (2012) and, Fakude (2014). This researefhetbre adds to the growing body of evi-
dence of that primary school learners in BoAfrica read below the expected levels.

The second theoretical interpretation unique te stidy is that a learner can read in any lan-
guage which s/he understands and it does not raedgsseed to be the learners’ mother
tongue. In this way, the mother tongue factor isimportant when it comes to reading. The
learners in this study do not have isiZulu as theather tongue but they read in isiZulu and
English, both languages not their mother tongueéshe same level with mother tongue
speakers who read in their mother tongues and &ingliprevious studies. Previous research,
as mentioned above, has shown that mother tongrakers read below the expected stand-
ards in both their mother tongues and in Englismil&rly, the present research has shown
that, the participating learners actually read dyetihan the learners from previous studies.
Fakude (2014) observed that learners were readingwalevels in both the participants’
home language and English with average of (= +/40f0another study, Matjila and Preto-
ria (2004) reports that the learners’ performant@lbcomponents of the assessment tasks in
both languages was at frustration level (i.e. bef®®0). Pretorius and Currin (2010) noted
extreme low reading comprehensions scores atstdre of the intervention programme
(30% and 29.5% for Northern Sotho and Englisgspectively). After 3 years of inter-
vention, the mean score for Northern Sotho aetmgnsion had still not reached 40%
while the mean for English comprehension ngsd¢o 47.8%. Comparing with results
from these previous studies it can be argtied learners in the present study read far
above the mother tongue speakers and the tsesxhibit that learners are capable of

reading in a language that is not their rapttongue.

To further show that these learners are ingadt a better level than mother tongue
speakers, their performances could be compardtietdnnual National Assessment (ANA)
results. ANA tests are South African nationaldaested to evaluate learners’ performance

across the country. The ANA results of 2012, 2048 2014 show that learners perform be-
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low 60% which means that the present learners adhrbetter when compared to the learn-
ers who sat for the 2012, 2013 and 2014 ANA exafianga as indicated in tables below.

Table 8: National average percentage marks for Homknguages, 2012, 2013 & 2014

Grade 2012 2013 2014
4 43 49 57
5 40 46 57
6 43 59 63

Table 9: First additional language average percentge mark 2012, 2013 & 2014

Grade 2012 2013 2014
4 34 39 41
5 30 37 47
6 36 40 45

The 2012 ANA results showed that the national ayef@erformances for grades 4 were 43%
in Home language and 34% in First Additional larggiaFor grades 5 the average was 40%
in Home language and 30% in First Additional larggia For grade 6 the average was 43%
in Home language and 36% for First additional laaggu The 2013 ANA results showed that

the national average performances for grades 4 48¥ein Home language and 39% in First

Additional language. For grades 5 the average W8&s h Home language and 37% in First

Additional language. For grade 6 the average Wa&s i Home language and 40% for First

additional. The 2014 ANA results showed that thitomal average performances for grades
4 were 57% in Home language and 41% in First Addél language. For grades 5 the aver-
age was 57% in Home language and 47% in First Aodit language. For grade 6 the aver-
age was 63% in Home language and 45% for Firstiaddi language. The results reveal that
learners in the intermediate phase across the otedd below 60% on average. The fact
that the learners in the present study also re&mhglish, which is a foreign language at such
a level, confirms that they are even better readéris finding was unexpected and suggests

that a learner can read in any language as lotigegisunderstand it.
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A significant issue emerging from these firgdinis the irrelevancy of first /home lan-
guage among multilingual learners. As has baentioned in the section on the learners’
biographic information, the participating learnemsne from a mixed language background.
The learners live in a high density suburbolhsince the dawn of South Africa’s new
political dispensation the area has experieneddt of migration. These movements of
people have consequently led to a leakage amoguadae boundaries. The learners grew up
expose to more than one language which makediitudifto tie them to a particular language
as their mother tongue. In other words, the way tiogse learners manage to read in two
languages that are not their mother tongues canonblerstood through the principles of
translanguaging. As translanguaging theory suggdstse have an extended repertoires of
languages that they pool together to suit their momcation needs. The learners’ infor-
mation on first /lhome languages shows that thexe8Bdanguages in the area including isiZu-
lu. Under these circumstances, the learners ushese languages as need so demand and it
can be argued that what they are doing is ‘langupgit will be very difficult to assign them

a mother tongue suggesting that the mother tongueept is artificial labelling for them.
This concept is too idealistic for such a commuttityt is characterized by high levels of mi-
gration and multilingualism. When these learners auntside school they use all the lan-
guages accessible to them but when they corsehiool, the school tries to put boundaries
among the learners’ languages by demanding leatodezmrn in only one particular lan-
guage thus constraining the learners’ linguisiiing and creativity.

The third theoretical interpretation that arisesxfrthe findings of this study is that there is no
linear relationship between the acquisition of sbecalled ‘first’ and ‘second’ language. The
concepts suggested by the second language thdmme the West such as those proposed
by the Linguistic Interdependency Hypothesis them not apply universally. The Linguis-
tic Interdependence Hypothesis theory assumesifoliciency in first (L1) as a precursor for
second (L2) reading development. In addition, guases a linear linguistic development on
literacy development between L1 and L2. Firstly,tba basis of the findings, | argue that
concepts such as L1, L2 or additional languagelomger apply to the complex multilingual
nature of the present day communities where chilgmew up speaking more than two lan-
guages. There is no distance between Shona, S&fssdla and an isiZulu speaking children
because they could all read in isiZulu and in Esfgli Secondly | argue that there is no clear
linear relationship between or among languagesdiher languages do embed in each other.

Basing on the performance of the learners in tlesgnt research, one can ask which thresh-
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old in ‘one’s language’ should be reached. It dao &e argued that for these learners decod-
ing and comprehension occurs simultaneously in rttwaa two languages and how then do

we account, theoretically, for the murky readingelepment in these contexts.

They way in which the learners were reading in #gtisdy could be understood using the
biliteracy framework and translanguaging framewoilse biliteracy framework argues that
literacy is affected by the context, development the media of biliteracy. It also suggests
that one language and literacy is developed irtiogldo another in a continuous interaction,
all points; are inextricably linked. This model tie used to explain how the participating
learners in the present study read since they abeddde and comprehend simultaneously in
two different languages which are both not theitireotongues. It could be argued that their
reading skills are inextricably linked in both Eisyl and isiZulu where the languages are not
in a dichotomous key classification of bilingualisim their minds, the learners are not treat-
ing the languages in silos but they are ‘languddmogn one language to another. The learn-
ers dwell on the aspects of all the languages availto them and use the languages concur-
rently to epstemically access knowledge both abaichnd home.

This claim that multilingual learners use all laagas that are at their disposal simultaneous-
ly finds theoretical support in the translanguadmagnework which is one of the frames that

has been used to understand reading in the cwstety. Translanguaging claims that there

are no boundaries between languages but rathee@aias the fact that languages cannot be
controlled as that they flow, leak or are embeduho each other and thus can be used in
classroom context to enhance understanding of mawepts. In this case, Translanguaging

offers better explanations as to how multilingearhers read.

The final theoretical interpretation that comesnfrthe findings of this study is that it is
wrong to assume that literacy can only be acquinedugh one language. The assumption
that literacy should be acquired through one laggua based on the one-nation, one lan-
guage, ideology which dominated Europe in the 1§R0=kalela, 2005; Ricento 2006). The
ideology aims at avoiding cross-contaminaticgtwieen the target language or the medi-
um of instruction, usually English and foreignguage in the case of European countries
or indigenous in the case of African countriescdtding to the ideology, schools should
fulfil their roles as agents of the states and ukhaherefore insist on monolingual practices

that protect the hegemonic position of statdsminant languages. This ideology due to
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political, economic and historical factors has badopted and perpetuated in the multilin-
gual and African contexts where multilingual rleers are forced to learn through only
one indigenous language then later transfémglish as the LoLT as a policy. The find-
ings in this study reject the assumptions and [pies of this theory and suggest that it is
possible for learners to learn in whatever language any language can be used as the

LoLT. The important issue is simply to develop lweguages concerned.

I=

This chapter aimed at presenting and analyzingléte found in the study. The findings are
that generally learners have poor reading skills %) in isiZulu and English when com-
pared to the 75% bench mark. However, the reselsal that the learners in this study read
at a better level than their mother tongue coupéets from other studies. From the findings
in this study four theoretical interpretations wenade. Firstly, primary school learners in
South Africa read below the expected standardsorig, the concepts of mother tongue,
first, second language or additional languagesongdr apply to today’'s multilingual learn-
ers. Thirdly, the theories on second language whrehbased on Western contexts such as
the Linguistic Hypothesis theory do not necessaply in multilingual contexts like Africa.
The fourth theoretical interpretation is that tise @wf monolingual and monologic approaches
used to teach learners in multilingual contextslaatifle creativity and impede cognitive
growth and development of the multilingual learnéiise following chapter summarizes the

findings of this study and recommends areas thgtneguire further exploration.
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CHAPTER FIVE: SUMMARY, CONCLUSIONS AND
RECOMMENDATIONS

|

This chapter aims at summarizing the whole studygidleing briefly the issues found in each
of the chapters. It is also concerned with exhbitihe extent to which the research topic and
guestions have been addressed. It also seeksd@egigmmendations specific to the research

findings.

|

Chapter one served as an orientation to the stndyoatlined the problems that necessitated
the study. The problem statement of this study tvasworld-wide, due to the massive mi-
gration of people, children grow up speaking mdrant one language and this imposes
unique challenges on how these children negotieaty skills. There is very little research
on how multilingual children acquire literacy skilthrough languages that are not their
mother tongues. In South Africa too, minimal reskaattention has been directed towards
bi/multiliterate development despite the fact thia country is highly multilingual, with
eleven official languages. The South African larggpsan- education policy leaves the choice
of the indigenous language as languages of ingrutd the discretion of the schools’ gov-
erning body. In this context, many children fitnginselves having to acquire literacy skills
through languages that are not their mother tonglieis study was also aimed at shedding
more light on the reading skills of learners whorat have isiZulu as their mother tongue
but they acquire literacy through isiZulu from (dgeal-3) and then through English from

(grade 4 upwards). The problem statement therefeas, focused on the following objec-

tives:

. To assess the motivations of the learners onetaéing process

. To assess their vocabulary skill this includdsomqemic awareness, semantic aware-
ness, graphemic/spelling awareness.

. To evaluate their word picture matching skill&English and isiZulu

. To determine the readers’ reading rate/speedtinm languages

. To identify their literal and inferential readisgills

54



Chapter two provided a literature review categatirethemes which are as follows; theoret-
ical frameworks, motivation in reading, word levehding in L2 reading, reading rates and
reading comprehension skills in L2 reading. Thaawed literature shows that research only
tells of the problems of reading in home languagksere the learners are reading below the
expected level. The reviewed literature also exédithat although there is an immense
amount of research about reading in home and selemgiiage reading few studies have
been conducted to determine how multilingual readead in languages that are not their
home languages/ mother tongues. There is needrdsearch that explores the predica-
ment of children who have to learn literacy a school's home language and the
LoLT different from their mother tongues. Reaglliteracy theories seem lopsided and are
unable to account for complex reading developmeihé context of mobility. In particular,

they fail to account for concurrent developmentezding skills/strategies and synergies be-

tween languages that are not the readers’ firgiage.

Chapter three described the research methodol@ywhs employed in this study. The re-
search design employed is quantitative. Throughiplelsampling procedures, 45 bilingual
readers were selected as the sample for the stindyinstruments used were vocabulary and
comprehension equivalent tests which were adopted & larger multiliteracy project called
Wits Abafunde bahlalefe Multilingual Literacy Proj§ WAMLIP). The participating learners
were tested on reading rate/speed, vocabularyssKille data gathered from these tests was
coded and verified through the SPSS software. Hiiere it was analyzed using descriptive
statistics involving means to measure the cengradencies and standard deviations to meas-
ure dispersion. Further matched t-tests were dorgetermine whether observed mean dif-
ferences between the languages were statistiaglyfisant.

Chapter four aimed at discussing the findings ef $tudy in-order to address the research
guestions. The first research question soughttabbksh the learners’ motivation for reading
and the findings show that learners were not highdgivated to read because their degree of
motivation is less than 60% and this is consideéoelde way below the benchmark. The sec-
ond research questions of the study asked abolgdh®ers’ vocabulary skills in both isiZulu
and English. On spelling awareness they scaredaverage of 60% in English and
69% in isiZulu. These results reflect that tharhers have low spelling awareness in both
languages since both means are far below 75% whkidonsidered the benchmark. The

learners had high word picture mapping skills sitfogir average performance was above

55



80% in both languages. On word picture mappshkils they had 84% in English and
82% in isiZulu. Concerning word recognition skillse participating learners performed
poorly with an average percentage below 75 % widde bench mark. They had a mean
score of 63% in English and 69% in isiZulu. Thedy also sought to find out the learners’
reading speeds in both languages. The findinghenearners’ reading speeds show that the
learners reading speeds were lower than the 168sym@r minute which is the bench mark in
both languages. They had average reading spéd@8 word per minute in English and
122 words per minute in isiZulu. Another reseagolestion aimed at establishing the com-

prehension skills of the participating learners.

The results reflect that learners’ degrees ofdit@nd inferential comprehension skills are
low in both languages. Concerning literal compresinam skills they had an average of 35%
in English and 32% in isiZulu. On inferential corapension skills they had an average of
59% in English and 40% in isiZulu. This chapteoaléscussed the theoretical interpretations
particular to this study. From the findings of tkisidy four theoretical interpretations were
made. The first is that primary school learnerSauth Africa read below the expected stand-
ard. Secondly, the concepts of mother tongue, fiestond language or additional languages
do apply to today’s multilingual learners. The thiheoretical interpretation was that the the-
ories on second language which are based on Wespetaxts such as the Linguistic Hy-
pothesis theory do not necessarily apply in mafgilial and African contexts. The fourth and
final theoretical interpretation is that the mommglal and monologic approaches used to
teach learners from multilingual contexts constsathe multilingual speakers’ linguistic en-

dowments.

I #

This research has investigated how bilingual ckitdwho are in the intermediate phase of
their primary education and do not have isiZuluhesr first language, mediate reading skills
when reading in two languages. The theoretical énmorks that have been used in this re-
search are the Linguistic Interdependency HypoghesBiliteracy Continua framework and

Translanguaging.
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The first major finding was that the participatilegrners are not highly motivated to read as
is reflected by their average score on motivatidmctv was 57%. This score is considered to
be below the bench mark which is 75%. The secamdirfg was that the learners have low
vocabulary skills in both isiZulu and English. Gapelling awareness they scored an aver-
age of 60% in English and 69% in isiZultn @ord matching skills tests, they had a
mean score of 63% in English and 69% in ukiZBoth the mean scores show that the
learners have low spelling awareness in both laggsi@ince both means are far below the
75% bench mark. However, on picture matching skiltsy had 84% in English and 82% in
isiZulu. Thirdly it was found that learners havevloeading speed in both languages. They
had average reading speeds of 128 word peutenitn  English and 122 words per mi-
nute in isiZulu. Both these reading speeds ansidered to be below the standard which is
160 words per minute. The other finding was thatigpating learners have low literal and
inferential comprehension skills. Concerning literamprehension skills they had an average
of 35% in English and 32% in isiZulu. On inferehtamprehension skills they had an aver-
age of 59% in English and 40% in isiZulu. Theserage score are below the 75% bench-
mark hence the leaners are said to have poor ctvps®n skills. Overall, the participating
learners read in both languages at more or lessaime level and they read at par with other
participants from previous studies. In fact therdeas in this study who are non- mother
tongue speakers of the languages that they weedtes read at a better level than learners
from previous studies who are mother tongue spesakfethe indigenous languages that they
were tested in. The learners in this study had nseares of below 40% in only three out of
the ten tests that they had. Learners from prevstudies are reported to read below 40% in

all aspects of the tests that they had.

|
This research set out to investigate how moduial learners mediate reading in two
languages that are not their mother tongues several findings have been made. Bas-

ing on these findings some recommendations coulddue.

One of the findings of this study is that theticipating learners were not very highly
motivated to read and they read far below #éxpected standards. Their motivation to

read is rated to be below 60% and their generdbpeance in most components of the
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tests they were given is far below the 7®#nchmark. Basing on these findings it is
recommended therefore, that schools should implemégrvention programmes that could
motivate children to read and teach learners meagling skills so that their performance
may rise to the expected standards.

Secondly, this study has found out that non-mathiegue speakers of a language can read in
that language. The results have further shown that participating learners perform at an
even higher level than learners from otherdisti who are mother tongue speakers of
the indigenous languages that they were testethiese findings suggest that the concept of
mother tongue is not important factor when it contesgeading and the concept is even irrel-
evant to this kind of learners. It is recommendahkrefore for schools to deceit from em-
phasizing on this concept in teaching childrenetadr Schools should open up traditional
spaces and reject policies that are restrictedotendlized, monolingual, monoculture,
monologist and rule governed forms of languageammdmmodate and promote the linguis-
tic endowments of multilingual learners which tHayng to school. Schools and education
systems should consider refraining from treatimglaages in silos if they truly need to equip
learners with skills to keep abreast with the @rajes they would meet at the end of their

school lives.

The findings of this study have revealed that tlesoabout second language reading do not
apply universally. The study has shown that tlemosiuch as the Linguistic Interdependence
Hypothesis theory fail to account for the compleading development in the context of mul-
tilingual readers read and how learners withoutogher tongue being offered in school, read
in other languages that are not their mother teagli is recommended that research should
come up with new theories that speak to the nmidjilal contexts instead of relying on theo-

ries that were researched in monolingual Westenteso.

The findings of this study suggest that the apgreadhat are being used to teach multilin-
gual learners are limited and they constrain théilimgual learner. Basing on these findings,
it is recommended that educational institutionsusthoresist being made state agents which
insist on monolingual practices that tend to siéetiee ways in which multilingual children
access information outside the school setting ss limits their success in education result-

ing from failure to negotiate academic contents ltecommendable for policy makers to re-
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think language policies in education and includeetwgylossic pedagogical practices in their

policies.

It is recommended, therefore, that teachers shasgddynamic approaches to teaching such
as translanguaging. The use of translanguagingpaslagogical tool enables the education of
the total learner by valuing the languages thenkrahas at his/her disposal, his background ,
experiences, skills and intellectual capacitiescehnneled into helping them to negotiate
and understand education material. These linguispertoires are utilized for the learners’
academic achievement as well as their total indaidlevelopment. Translanguaging offers
possibilities of opening up traditional spaces gedlagogical replacement of monoglosic
practices in the present schools. Translanguagmgdiequip the African child who in most
cases is the one who is expected to learn in aitageywhich is not a mother tongue, to oper-

ate fully in today’s society.

|

The purpose of the present research was to inagstigpw multilingual children who are in
the intermediate phase of their primary educatgnade 4-6) who do not have isiZulu as
their first language, mediate reading skills wiheading in two languages (isiZulu and Eng-
lish) which are not their mother tongues. The ltssof the study revealed that learners read
below the expected standards. The results alsoeshtivat although the learners read below
the benchmarks, they read at par with their couypaets from previous research. These find-
ings are significant in that they suggest thatrees can read in any language they under-
stand, which does not have to be their mother tesglihese findings add to the understand-
ing that the concept of mother tongue is irrelevarthe reading process. This study adds to
the body of knowledge around reading in a seconduage and rejects some of the princi-
ples suggested in the theories on second langweagbng. This study specifically rejects
claims such that there is a bi-directional transfieliteracy skills, behaviours and strategies
between the first (L1) and second (L2) languages $tudy suggests that there is need for
new theories research in multilingual contextsxpl&n theoretically for the murky reading
development in these contexts. To develop new gep§einderstanding literacy from com-
plex multilingual spaces, future research shouliceatrate on children who have to do liter-

acy in languages other than their mother tongues.

59



REFERENCES

Adamson, F. & Darling-Hammond, L. (2013). Policytipaay for 2£' century skills. Re-
trieved December 17, 2014 from
http://atc21s.org/wpcontent/uploads/2013/02/ATCMlisppaner-20120730.pdf

Aliaga, M. & Gunderson, B. (2000nteractive statisticsSaddle River, NJ: Prentice Hall.

Alderson, J.C. (1984). Reading in a foreign languagreading problem or a language prob-
lem? In J.C. Alderson & A. Urquhart (Eds.), Readim@ foreign language. (pp. 1-27). Lon-

don: Longman.

Angelo, T. A. (1995). Student assessmé&efaching Support Services, 48(B)13

Asfaha, Y. M., Beckman, D., Kurvers, J., & Kroon, (2009). L2 reading in multilingual
Eriteria: The influences of L1 reading and Englmbficiency Journal of Research in Read-
ing, 32(4),351-365.

Baker, C. (2001)Foundations of bilingual education and bilingualig8i® ed) Clevedon:
Multilingual Matters.

Baker, L. & Wigfield, A. (1999). Dimensions of ctien’s motivation for reading and their
relations to reading activity and reading achievetmiReading Research Quarterly, 3452—
477.

Ball, J. (2011).Enhancing learning of children from diverse backgrds: Mother tongue-
based bilingual or multilingual education in therlayears. United Nations Educational,

Scientific and Cultural Organization.

Bauserman, L. (2006).What teachers can learn aleagling motivation through conversa-
tions with childrenThe Reading Teaches9(5), 414-424.

Bernhardt, E.B. (2005). Progress and procrastinatiosecond language readinginnual
Review of Applied Linguisticg5, 133-150.

60



Bialystok, E., McBride-Chang, C., & Luk, G. (2008Bilingualism, language proficiency,
and learning to read in two writing systerdsurnal of Educational Psychology, 97(%80-
590.

Blommaert, J. (2010)The Sociolinguistics of Globalizatio@ambridge: Cambridge Univer-

sity Press.

Bourdieu, P. (1991)Language and symbolic pow&ambridge: Harvard University Press.
Carmines, E., and Zeller, R., (1979%eliability and Validity Assessmer@alifornia: Sage

Publications.

Creese, A. & Blackledge, A. (2010). Translanguagma@ bilingual classroom: A pedagogy
for learning and teachingrhe Modern Language Journal. 94(193-115.

Cummins, J. (1979). Cognitive/academic languagdigieacy, linguistics interdependency,
the optimum age question, and some other mat@®omking Papers on Bilingualism, 19,
197-205.

Cordova, D., & Lepper, M. (1996). Intrinsic motiw@at and the process of learning. Benefi-
cial effects of contextualization, personalizatiamd choiceJournal of Educational Psy-
chology, 88,715-730.

Department of Basic Education (DBE) (2011). AnnNaltional Assessments Report. Preto-

ria.

Department of Education (DoE) (2005).Grade 6 Inetiate Phase Systemic Evaluation Re-

port. Pretoria.

Department of Basic Education (DBE) (2014). AnnNaltional Assessments Report. Preto-

ria.

Fakude, P. F. (2014). Development of Balanced Reaih Sepedi and English of Grade 7
Limpopo ReadersMediterranean Journal of Social Sciences. MCSERIiBhing, Rome-
Italy 5(23),951-960.

61



Gambrell, L. (1996). Creating classrooms cultuted foster reading motivatiomhe Read-
ing Teacher, 504-25.

Gambrell, L., Palmer, B., Codling, R., & Mazzoni(3996). Assessing motivation to read.
The Reading Teacher, 49(B)18-533

Garcia, O. (2009)Bilingual Education in the 21st Century: A globarppective. Oxford:
Wiley-Blackwell.

Garcia, O., Bartlett, L. and Kleifgen, J. A. (200From Biliteracy to Pluriliteracies. In
Handbook of Applied Linguistics. Vol. 5: Multilinglism, ed. by Peter Auer and Li Wei.
Berlin: Mouton/de Gruyter, pp. 207-228.

Gee, J.P. (1998) Negotiating Academic Literaci&saching and learning across Languages
and Cultures. V. Zamel and R. Spark (Eds.) (1998)rD)New York: Routldge.

Glazer, N. & Cummins, J. (1985).Viewpoints on lgiial education. Equity and Choice, 2,
47-52.

Guthrie, J.T., Schafer, W.D., & Huang, C. (2001gnBfits of opportunity to read and bal-
anced instruction on the NAEBournal of Educational Research, 94(3%5-162.

Guthrie, J., & Wigfield, A. (2000). Engagement andtivation in reading. In M. Kamil & P.
Mosenthal, D. Pearson, & R. Barr (Eds.), Handbobkeading research. Mahwah, N.J.:

Earlbaum. 49(7), 518-533.

Hancock, A. (2010). Chine children’s experiencéitiferacy learning in Scotland. Ph.D dis-

sertation, University of Edinburgh.

Hornberger, N. H. (1990). Creating successful lie@rieontexts for bilingual literacyeach-
ers College Record, 9212-229.

62



Hornberger, N. H. (2000). Multilingual policiesagthe continua of biliteracy: An ecological
approachLanguage Policy.127-51.

Hornberger, N. H. (2004). The Continua of Biliteyaand the Bilingual Educator: Education-
al Linguistics in Practice. Multilingual Matters.eBrinted from International Journal of Bi-
lingual Education and Bilingualism, 7(2&3), 155-171

Hornberger, N.H. and Link, H. (2012). Translanguggin today’s classroom: A biliteracy
lens.Theory into practice.51 (4§39-247.

Lyengar, S., & Lepper, M. (1999). Rethinking théueaof choice: A cultural perspective on
intrinsic motivation.Journal of Personality and Social Psychology, 349-366.

MacMillan, J. & Schumacher. (201@®esearch in Education: Evidence-Based InquiNgw

York: Pearson.

Makalela, L. (2005). We speak eleven tongues: R&oacting multilingualism in South Af-
rica. In B. Brock-Utne and R. Hopson (edsinguage of instruction for African Emancipa-
tion: Focus on Post-colonial context and considera{pp.147-174). Cape Town & Dar-es-
Salam: CASA & Mkuki n Nyota.

Makalela, L. (2010). Word and visual recognitioncarg fourth graders: A simple view of
reading in elementary schools: Conference procgedim Language in Africa Symposium.
Pretoria: CISR.

Makalela, L. (2012). Development of L1 and L2 readiiteracy among fifth graders: Impli-

cations for research-based teacher educd®esearch-led Teacher Educatidi27-144

Makalela, L. (2013) Teaching African languagespeakers of other African languages: The
effects of translanguaging for multilingual devetmgnt. Multilingual Matters, University of

the Witwatersrand.

Makalela, L. (2013). Translanguaging in kasi-td&é&thinking old language boundaries for

new language plannin&tellenbosch papers in Linguistics Plus, #21-125.

63



Makalela. L.(2014). A multiple consciousness foadimg development in primary schools:
Towards a fuzzy transliterate model for multilingakssrooms. Paper presented at the Sym-
posium at the University of the Witwatersrand.

Makoni, S. (1996). Language and identities in SeuthAfrica.In Ethinicity in Africa L. de
la Gorgendeire et al. (eds), 261-274. Edinburg:t@efior African Studies.

Marinak, B. & Gambrell, L. (2007). Boy's voicescdn read, | choose not to. Paper presented
at the annual meeting of the College Reading Assioci, Salt Lake City, Utah, November 2,
2007.

Matjila, D. S., & Pretorius, E. J. (2004).Bilinguahd biliterate? An Exploratory study of
grade 8 reading skills in Setwana and EngliBer Linguam, 20(1)1-21.

McGee, L., & Richgels, D. (2003). Designing eaitgracy programs: Strategies for at-risk
preschoolers and kindergarten children. ERIC Docura® 478237

Mohr, K. (2006). Children's choices for recreatioreading: A three-part investigation of
selection preferences, rationales, and procedsamal of Literacy Research, 38 (8)-104.

Moloi, M. and Strauss, J. (2005). The SACMEQ Il jBed in South Africa: A study of the

conditions of schooling and the quality of educatidarare: SACMEQ.

Mukerjee, D. (2003). Role of women in languagenteance and language shift: focus on
the Bengali community in Malaysidnternational Journal of the Sociology of Language,
161,103-120.

Nunnally, J., 1978 Psychometric TheoryMcGraw-Hill, New York.

Oakhill, J.V., Cain, K., & Yuill, N.M. (1998). Ingidual differences in children’s
comprehension skill: Towards an integrated moaeC.|Hulme & R.M. Joshi (Eds.),
Reading and spelling: Development and disorder.\Wédth NJ: Lawrence Erlbaum

Associates Inc.

64



Organisation for Economic co-operation and develemm(2010). Retrieved November, 6,

2014, from http:www.oecdlibrary.org

Onukaogu, C and Obafemi, A. (2008). Biliteracy dhd Attainment of Sustainable Devel-

opment in Multilingual Nigeria. The Forum on PubRolicy.

Pappas, C. (1993). Is narrative "primary"? Som@irs from kindergartners' pretend read-

ings of stories and inform book¥ournal of Reading Behavior, 297-129

Paran, A and Williams, E. (2007).Learning throdghdwork: Undergraduate research and
teacher education in South Afridaducation as Change, 11(33-43.

Phelan, Colin & Wren, Julie. (2006). Exploring Rlility in Academic Assessment. Re-
trieved August, 03, 2013 from: http://www.uni.echiasoa/reliabilityandvalidity.htm

Pretorius, E.J. (2005). English as a second largyleayner differences in anaphoric resolu-

tion: Reading to learn in the academic context524,-539. Cambridge University Press.

Pretorius, E.J & SV Currin, S.V.( 2010). Do thehriget richer and the poor poorer? The ef-
fect of an intervention programme on reading in llbene and school language in a higher

poverty multilingual contextinternational Journal of Education Development, 80;76.

Pretorius, E.J., & Lephalala, M. (2011). Readingnpeehension in high-poverty Schools:
How should it be taught and how well does it woikjburnal of language Learning, 27 (2),
1-24.

Pretorius, E.J and Ribbens, R. (2005). Readirggdisadvantaged high school: Issues of ac-
complishment, assessment and accountabfiuth African Journal of Education, 25(3),
139-47.

Pretorius, E. J. & Mampuru, D. M. (2007).Playingtioall without a ball: Language, reading

and academic performance in a high-poverty schlmlrnal of research in Reading, 30(1),
38-58.

65



Porter, R. P. (1990Forked tongue: The politics of bilingual educatidfew York: Basic

Books.

Ricento, T. (2000). Historical and theoretical pexgives in language policy and planning.

Journal of sociolinguistics, 4 (2),96-213.

Ricento, T. (2006)An introduction to Language Policy: Theory and MethUSA: Black
well Publishing.

Robertson, L.H. (2006). Learning to read propesyntioving between parallel literacy clas-

ses.Language and Education, 204-6.

Sneddon, R. (2000). Language and literacy: Childremperience in multlingual environ-

ments. International Journal of Bilingual Education andliBgualism, 3,265-282.

Study Mode. (2015). GRE Reading Comprehensionié¥ei December 20, 2014, from ma-
jortests.com http://www.majortests.com/gre/reading_comprehenpigm

Van Rooyen, B., & Pretorius, E.J. (2013). Is regdim an agglutinating language different
from an isolating language? An analysis of isiZand English reading based on eye-
movementsSouthern African Linguistics and Applied Langu&gedies, 31(3281-297.

Vrooman, M. D (2000). "The Linguistic InterdependerHypothesis and the language de-
velopment of Yucatec Maya -Spanish bilingual ctaldf’ Doctoral Dissertations Available
from Proquest. Paper AAI9988850. Retrieved Decergabe2014, from
http://scholarworks.umass.edu/dissertations/AAI BHEB

Williams, E. (1996). Reading in two languages aaiYEive in African primary school&p-
plied Linguistics, 17182—-209.

Wei, L. (2011). Moment analysis and translanguagip@ce: Discursive construction of iden-

tities by multilingual Chinese youth in Britaidournal of Pragmatics. 43(5),222-1235.

Worthy, J. & McKool, S. (1996). Students who sagytinate to read: The importance of op-

portunity, choice, and access. In D.J. Leu, C.Kazér, & K.A. Hinchman (Eds.),iteracies

66



for the 21st century: Research and practiéBth year book of the National Reading Confer-
ence (pp. 245-256). Chicago: National Reading Qenfee.

67



APPENDICES
APPENDIX 1: MOTIVATION QUESTIONS

Personal Details:
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APPENDIX 2: VOCABULARY TEST FOR BOTH LANGUAGES
Section A
Listen to the word the teacher says. Find the Raatat goes with the word.

Put an X under the picture. Write the word in tinstfoox on the left.
Example

Flower
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10.

ISIZULU (VERSION)

Lalela igama umcwaningi alishoyo.Thola isithombéasbelana nalo. Bhala uphawu X
ebhokisini elincane elingaphansi kwesithombe olarygssona.Bhala igama okuyilo
ebhokisini lokugala ngasesandleni sesinxele.

Isibonelo:

Inkukhu
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11.

12.

13.

14.

15.

16.

17.

18.
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19.

20.

SECTION B: Match each of the following words to the4 possible pictures provided.

1. Newspaper

2. Speech

3. Fire

4. Dentist

5. Church

6. Vehicle
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7. Divide

8. Petrol

9. Electricity

10Liquid

Qondanisa lamagama alandelayo ezithombeni ezinezinikiwe ngezansi

11. Popola

12. Chitha

13.Isitulo




14 1zwe

15.0kuhambayo

16. Bukela

17 Ncibilika

18 Bukisisa

19. Ubude

20. Beka
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APPEDIX 3: ENGLISH COMPREHENSION EQUIVALENT TEST

Read the story that follows. After you finish reaglianswer each of the questions at the end.

THE ANTS AND THE SNAKE

There were ten eggs in partridge’s nest: beautifwind, light green eggs. Snake slitié
up to the nest and chased partridge from her kiestaid, “Go away. These eggs 2Ly
mine.” He coiled his body around and around thesegig lay there, quiet still. Par50
tridge could not get near her nest or her beautifuhd eggs. Partridge was very an-
gry, so she called all the animals. She said, “Came help me, please. Come ar&B
help me! Come and help me!”
Elephant heard her cries. He came and said, “iéhthte matter, partridge?” “Oh »98
cried partridge, “Snake has coiled his body aromnydeggs and | cannot get to thenil5
| needed somebody sensible to chase snake awawri't'‘vorry, partridge,” Ele{ 128
phant said. “I will step on snake and squash hike, this.” And he stamped on hid46
big feet down on the ground. Partridge flappedviiegs and cried out loud, “No, n¢!163
Not you. If you step on snake you will break all eggs. | need somebody sensible 180
chase snake away.” all the animals came, one #iiteother, and said to partridgel97
“We would like to help you.” But she told them to gway. “You are too big. You214

will break my eggs,” she said.

Poor partridge was very worried. Snake was stifidyin her nest. Just then a famjl232
of Red Ants came along. They said, “Partridge, wartl your cries from far away248
We have come to help you.” the ants went rightagrtake. They crawled all oveR67
snake. They crawled under Snake. They climbed Smtake. All the time they b|t281
him with their small, sharp jaws. Bite, bite, bitg, all the soft places on Snake’'&97

body. Snake soon uncoiled from around the eggsshdcaway as fast as he cou|B16

That is how partridge got her eggs back. Not eveneng was broken. 322

75



Make a X in the appropriate circle.

1. What does the story tell us?

When you are big, you cannot help others.
The snake shouldn’t coil Partridge’s eggs.
The weak can sometimes defeat the strong.

o O O O

The ants are clever.

2. Which of these things happened first? The snake
Broke partridge’s eggs.
Chased Partridge from her nest.

Coiled his body around the eggs.

o O o o

Killed the elephant.

3. What did the ants do to stop the snake from apiinpartridge’s eggs?
o Killed the snake.
o Bite the snake.
0 Climbed onto the snake.
0

Threatened the snake.

4. Which phrase in the story tells us that thepBant thinks that he can help Partridge?
o Don’tworry...
o | will step on snake...
o0 What is the matter...?

o Elephant killed the snake

5. The story ends happily because
0 The snake ran away.
0 The ants killed the snake.
o Partridge got her eggs back.
0 The elephant killed the snake.
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6. Imagine that you are partridge. What can yotodsiop the snake?

(Write your answer in the space below.)
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APPENDIX 4: I1SIZULU COMPREHENSION EQUIVANENT TEST

Funda lendaba elandelayo. Uma usuqgedile bese uphend imibuzo ekugcineni.

Inyoni nendlovu

Isihlahla esikhulu sakhula phakathi ehlathini. Rhexwesihlahla, inyoni encane
yase yenzele umndeni wayo wezinyoni ezingabantugdigake. Ngelinye ilanga, 16
indlovu yafika. Yancika esihlahleni, yazinwaya eant#. Isihlahla sagala ukuhle- | 35
54

phuka futhi sanyakaza. Izinyoni ezingabantwanakwgsaba zazama ukuncika futh
zizifihle kumama wazo. Waveza umlomo ngaphandledidieke, wathi, “Hheyi si- | 64

lwane esikhulu, kukhona izihlahla eziningi laphahifunyakazisa lesi? Izingane zami

ziyesaba, futhi zingawa kulesi sidleke.” 84
102
Indlovu ayishongo lutho, kodwa yabuka inyoni ngeago elincane, yanyakazisa
amadlebe amakhulu emoyeni, yasuka yahamba. 118
135
Ngosuku olulandelayo, indlovu yabuya futhi yazinaagsihlahleni futhi. Isihlahla ™2

saqala sanyakaza. Izingane zenyoni ezithukile maphfuthi zancika futhi zazifinla164

emaphikweni kumama wazo. Manje uMama Wezinyoni wagasukile. “Ngithi yeka

15

181
ukunyakazisa isihlahla sethu,” ememeza, “noma rkgizonisa!”

195

209
“Ungasenzani isilwane esikhulu njengami?” kuhlekallovu. Ukuba bengifuna,223
bengizonyakazisa lesi sihlahla kakhulu ukuze igillsakho nezingane zakho zi N%ZQ
futhi ziphonseke le kude.”

246
Umama wezinyoni akashongo lutho.

260

Ngosuku olulandelayo, indlovu yabuyela yanyakazasshlahla futhi. Ngokushesha278
okukhulu, umama wezinyoni wandiza wawela phezu kweyamadlebe amakhufu
endlovu, khona lapho, wathinta indlovu ngokuyidllmkza ngonyawo Iwayo. Indlovu294
yanyakazisa ikhanda layo...kwangenzeka lutho. Ngoltbovu yezwa ubuhlungd ,311
Yabe isicela inyoni ukuthi ihambe futhi yathembisalovu ukuthi izoyeka ukuz-328

inyakazisa isihlahla.
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Inyoni yandiza yashiya indlebe yendlovu yabuyelalekeni sayo, eceleni kwezin-

gane zayo.

Indlovu ayiphindanga yabuya futhi ukuzozinwaya usaniel wayo.

Bhala isiphambano esikokeleni esifanele

1. Le ndaba isifundisani?
0o Uma unamandla ungahlupha abanye.
o lzindlovu akufanele zinyakazise izihlahla.
o Ongenamandla kungenzeka amehlule onamandla
o Bhekana nengozi.
2. Yikuphi kulezi zinto okwenzeka kugala? Umama weaimy
o0 Waxwayisa izingane zakhe
0 Wethusa indlovu
0 Wayitshela ukuthi iye kozenwaya kwenye indawo.
o Wawina umncintiswano.
3. Yimuphi umusho kule ndaba ositshela ukuthi indlmabanga ukuthi inamandla
amakhulu? Igala ngamagama adwetshelwe
o “Hheyi, silwane esikhulu...”
o0 Indlovu ayishongo lutho
0 Ngosuku olulandelayo, indlovu yabuya...
o “Ungasenzani...”
4. Wenzani umama ukuze indlovu ingabe isabuyela kudddahla?
0 Wayitshela ukuthi iyeke.
0 Yazenwaya emhlane.
o Inyoni yadlokoloza indlebe yendlovu.
o0 Wafaka ichopho lomlomo wakhe kuyo.
5. Le ndaba iphela kahle ngoba
0 Indlovu yafa.
o Indlovu ayibuyanga.
o lIsihlahla sasigine ngokwanele.

0 lzinyoni zafunda ukundiza.
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6. Cabanga ukuthi ungumama wezinyoni. Yini okunye émganza ukuvimba indlovu
ngapandle kokuyidlokoloza indlebe?
7. 4 ' ' 5 6
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