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ADbstract

This studyaims at eliciting opinions and beliefs of isiXhosa-sp@akstudents to reveal
their attitudes toward various languages of leay@nd teaching (LOLT) issues at Rhodes
University, and to determine the influence of a bemof variables (such as age, gender,
schooling background, level of study and field tfdy) on these attitudes. Another aim of
the study is to compare the findings of this resledo the recent findings on isiXhosa-
speaking students’ language attitudes at the Usityeof the Western Cape (Dyers 1999)
and the University of Fort Hare (Dalvit 2004). Qtative and quantitative methods were
used: data was gathered using a survey that entplayquestionnaire and interviews
(individual and focus group). The questionnaireadatanalysed through using percentage
scores as well as mean values coupled with Chirsqtests, while the interviews are
analysed qualitatively to further confirm the reésuf the quantitative analysis. Results are
also compared with other recent surveys at Soutica&f universities.

The results reveal that respondents had a gengdiyive attitude toward English
as LOLT, based mainly on instrumental motivatioMore importantly, there was a
positive attitude toward the use of isiXhosa alatg$€English. The motivations for the use
of isiXhosa were both instrumental and integrativeature. The majority of respondents
who supported a bilingual arrangement did not, h@wrebelieve that a fully-fledged
bilingual policy would be practical, mainly becausiethe multilingual nature of Rhodes
University. They felt, however, that providing Eisfjl and isiXhosa exam question-papers,
bilingual tutor support and isiXhosa definitionsdi$cipline-specific technical terms would
facilitate learning. Most of the variables mentidrebove had an influence on the relevant
language attitudes, often confirming the findingother studies. For instance, schooling
background greatly influenced the language attdude¢ respondents. Those from
previously advantaged English-only schools showedy \positive attitudes toward an
English-only policy, while most respondents frommnferly disadvantaged DET bilingual
schools were favourably disposed toward a bilinquallcy of English and isiXhosa at
Rhodes University.

A comparison of the findings of this study with siecof recent findings on isiXhosa
students’ language attitudes at other universigegals that respondents at the University
of Fort Hare were most favourable toward a bilifquaicy, those at the University of the
Western Cape were to some extent favourable towafdlingual arrangement, while

respondents at Rhodes University were least falbbeitaward a bilingual policy.



Table of contents

Abstract

Table of contents

Listsof figures

Acknowledgements

Chapter 1: Introduction

1.0
11
1.2
13
1.4

Introduction

The context of the research

The goals of the study and research gquestions
Methodology

Structure of the thesis

Chapter 2: Theoretical foundations

2.0

Introduction

2.1 Language in society

2.2

2.3

2.4
2.5
2.6

2.1.1 Ethnolinguistic vitality

2.1.2 Tajfel’s theory of intergroup retais

2.1.3 Giles’ theory of speech accommodatio
2.1.4 SIT and language

Language planning and language policy

2.2.1 Classification of language-plannaagvity
2.2.2 Different approaches and issuearnguiage planning
2.2.3 Language planning in education

The theory of attitudes

2.3.1 Definition of attitude

2.3.2 Attitudes and related concepts

2.3.3 Language attitudes

Categories of language attitudes

The place of language attitudes in society
Review of language-attitude research intsaidrica

iii
Vi

viii

10
12
12
15
17
20
21
23
23
25
28
29
31
32



2.6.1 Research in the apartheid era @mdition period
2.6.2 Post-apartheid research on langatgades

2.7 Summary

Chapter 3: Methodology

3.0 Introduction

3.1 Methods employed in researching languagfeides
3.1.2 Analysis of societal treatment afgaage varieties
3.1.3 Direct assessment of language déstu
3.1.4 The questionnaire
3.1.5 Interviews
3.1.6 Indirect assessment of languagridés

3.2 Application of methodologies
3.2.1 Quantitative methods (questionnaire)
3.2.2 Qualitative methods (interviews)

3.3 Summary

Chapter 4: Summary and inter pretation of results
4.0 Introduction
4.1 Factual and background information
4.1.1 The questionnaire respondents
4.1.2 The interview respondents
4.2 Summary and interpretation of the main results
4.2.1 Assessment of language competence
4.2.2 Attitudes toward English in general
4.2.3 Attitudes toward the use of EnglisiL®LT

4.2.4 Attitudes toward the use of isiXhasaducation

4.2.5 Attitudes toward a possible bilingpalicy of English and isiXhosa

4.3 The role of the variables

4.4 Summary

Chapter 5: Conclusion

5.0 Introduction

32
36
40

43
43
43

45
45
46
48
51
52
52
55
58

59
59
59
59
63
64
65
70
72
80
97
107
114

116
116



5.1 Summary of major findings 116

5.2 Implications for language policy, and recomnagimhs for further research 117

5.3 Conclusion 120
Bibliography 122
Appendix 1: Questionnaire 130
Appendix 2: Interview questions 140
Appendix 3: Chi-squaretest results 141



List of Figures

Figure 1: Attitudes and related concepts levels
Figure 2: Language of questionnaire filled in hyd&nts
Figure 3: Age categories of the respondents

Figure 4: Gender

Figure 5: Schooling Background

Figure 6: First contact with English as LOLT

Figure 7: Level of study

Figure 8: Faculties of respondents

Figure 9.1: Belief statement 1: Overview

Figure 9.2: Belief statement 1: Age

Figure 10.1: Belief statement 2: Overview

Figure 10.2: Belief statement 2: Schooling backgtbu
Figure 11: Belief statement 25: Overview

Figure 12: Belief statement 26: Overview

Figure 13.1: Belief statement 3: Overview

Figure 13.2: Belief statement 3: Age

Figure 14.1: Belief statement 4: Overview

Figure 14.2: Belief statement 4: Faculties

Figure 15.1: Belief statement 19: Overview

Figure 15.2: Belief statement 19: Level of study
Figure 16.1: Belief statement 6: Overview

Figure 16.2: Belief statement 6: Age

Figure 17.1: Belief statement 7: Overview

Figure 17.2: Belief statement 7: Age

Figure 18.1: Belief statement 8: Overview

Figure 18.2: Belief statement 8: Schooling backgbu
Figure 19.1: Belief statement 9: Overview

Figure 19.2: Belief statement 9: Schooling backgtbu
Figure 20.1: Belief statement 12: Overview

Figure 20.2: Belief statement 12: Schooling backgtb

Figure 21.1: Belief statement 13: Overview

vi

28
59
60
60
61
61
62
62
66
66
67
67
71
71
72
72
74
74
75
75
80
80
81
81
82
82
82
82
83
83
84



Figure 21.2: Belief statement 13: Schooling backgtb
Figure 22.1: Belief statement 14: Overview

Figure 22.2: Belief statement 14: Schooling backgb
Figure 23.1: Belief statement 15: Overview

Figure 23.2: Belief statement15: Schooling backgdu
Figure 24.1: Belief statement 16: Overview

Figure 24.2: Belief statement: Age

Figure 25: Belief statement 21: Overview

Figure 26.1: Belief statement 22: Overview

Figure 26.2: Belief statement 22: Gender

Figure 27.1: Belief statement 23: Overview

Figure 27.2: Belief statement 23: Schooling backgtb
Figure 28.1: Belief statement 24: Overview

Figure 28.2: Belief statement 24: Level of study
Figure 29.1: Belief statement 5: Overview

Figure 29.2: Belief statement 5: Age

Figure 30.1: Belief statement 10: Overview

Figure 30.2: Belief statement 10: Gender

Figure 31.1: Belief statement 11: Overview

Figure 31.2: Belief statement 11: Gender

Figure 32.1: Belief statement 20: Overview

Figure 32.2: Belief statement 20: Age

Figure 33: Belief statement 27: Overview

Figure 34: Belief statement 28: Overview

Figure 35: Belief statement 29: Overview

Figure 36.1: Belief statement 3: Age

Figure 36.2: Belief statement 3: Level of study

Vii

84
85
85
86
86
86
86
87
88
88
89
89
90
09
98
98
99
99
100
100
101
101
102
103
104
111
111



Acknowledgements

| am very grateful to my supervisor, Mr. lan Bekkdor his patience and
understanding in guiding me through the writingto$ thesis. Thank you very much
for your kind and encouraging words that kept m@galuring the difficult times that

| went through while writing this thesis. My graiite also goes to Kiran Pienaar and
other staff at the Department of English Language languistics for their valuable
contributions to the thesis. | appreciate the depamt’'s assistance in helping me with
the printing of my questionnaires. | would like ttwank all the isiXhosa-speaking
students at Rhodes University who participatedh@ survey as well as staff and
students who assisted me in the distribution ofdhestionnaires. | am especially
grateful to my husband, Meshach, for his love, er@gement and moral support. For
this | dedicate this thesis to Meshach. My greatgatitude goes to almighty God
Jehovah for giving me the strength to cope withstiness of writing this thesis.

viii



Chapter 1

Introduction

1.0 Introduction

The success of any language policy depends onttitedas of the people for
whom such a policy is meant, hence the need fguage-attitude research. This chapter
serves as an introduction to my research, whichmeées the attitudes of isiXhosa-
speaking students toward various languages ofitegaand teaching (LOL#)issues at
Rhodes University. It situates the research itoital context (cf. 1.1) and it provides the
goals of the study and the research questionsl(2j. The methodology employed to
answer these questions (cf. 1.3) and the struciutiee thesis (cf. 1.4) are also discussed

in this chapter.

1.1 The context of the research

There has been much debate and controversy suingulahguage-in-education
planning and policy issues in South Africa, maiafya result of the multilingual nature
of South African society and its past history ofotmalism and apartheid (Webb 1994).
One of the objectives of language planning actiigtio solve language problems (Karam
1974:105, cited in Cooper 1989). Webb and Kemba $2000) identify some language
problems that may be solved through language phanactivity, and these include: lack
of standardization of the norms of a language; matfigation of some languages
(situations in which some languages are not usexitain high status domains such as
government, higher education and industry); and nwinegative connotations are
associated with certain languages.

Some of these problems are present in South A{aspecially the last two) in
respect of the indigenous African languages assaltr@f colonialism and apartheid.
Kamwangamalu (2004:243) points out that languagerphg in South Africa has
“historically been an arena for power struggle, wehthe whites exercised power over
other ethnic groups” and made decisions about gguhat benefited them while other

ethnic groups lost their “privileges, status arghts”.

! This acronym covers both the singular and pluwahs, that isSanguageandlanguages of learning and
teaching



However, since the demise of apartheid in 1994guage planners under the
democratic regime have been trying to correctitnguistic inequalities of the pastThe
1996 constitution (section 6, subsections 1-4,dcite LANGTAG® 1996) recognises
eleven official languages (English, Afrikaans anihenindigenous South African
languages) and encourages the use of these larggiragf domains. To this end, the
Language Policy for Higher Education encouragesdiénelopment of the nine official
indigenous African languages to function alongdishglish and Afrikaans as languages
of learning and teaching (LOLT) in higher educatiostitutions (Council on Higher
Education 2001). Universities have been called ummoriake the lead in developing
African languages as “academic/scientific langugges as to allow more learners to
have access to higher education. This is perceagedecessary since the majority of
these learners are not “fully proficient in Englisind Afrikaans” — thede facto
languages of instruction in higher education ingtins (Ministry of Education 2002:4;
Council on Higher Education 2001). It is also siggd that higher education institutions
develop those African languages which are predomiina the regions where the
institutions are situated (Ministry of Educatior030.

In order to implement this policy, higher educatiostitutions are required to
formulate a language policy that promotes the dmrekent of African languages as
LOLT; they are also encouraged to conduct regudaigliage surveys to study the
language attitudes in their respective institutisasas to make the necessary adjustments
in language planning decisions (Council on Highéu&ation 2001).

In response to these recommendations, Rhodes Wiijvexdopted a language
policy in 2001 that articulates the university’snaoitment to the advancement of “the
academic viability and status of isiXhosa” — thejongfrican language in the Eastern
Cape Province (Rhodes University 2005:2). The Rbodeiversity language policy
encourages research on students’ attitudes towaedmiedium of teaching and learning
at Rhodes University” in order to facilitate langeapolicy planning decisiongb{d: 4).
This is important because successful language pignand policy implementation
depends not only on the endorsement of those irepbwt also on the acceptance of the
target group for whom the policy is intended (Ed¥&at985). The most recent language-

attitude research conducted at Rhodes Universityivd 996 and it examined students’

% This is true in theory, but it is debatable hownoitted the government is in this regard. It isstausad
irony that for example, the use of the mother-t@ngs LOLT was promoted more in the apartheid exa th
in the current one.

% Language Plan Task Group.



attitudes toward English at Rhodes University (Derk1996). The present study, which
aims to examine the attitudes of isiXhosa-speakingents toward various LOLT issues
at Rhodes University, may provide useful and mquetaidate information to policy-

makers.

1.2 The goals of the study and research questions

The main goal of this research is to elicit ancedetne the opinions and beliefs
of isiXhosa-speaking students, in order to revhairtattitudes toward various LOLT-
related issues at Rhodes University. Another gdaths study is to determine the
influence of a number of variables on these attisidfor instance, to compare the
attitudes of students from former Department of &dion and Training (DET) schodls
with those of students from former House of AssgnasiModel C and private schools.
This is done in order to ascertain whether the neatf these different schools has
influenced students’ attitudes toward the useihigsa as LOLT. Similarly, the findings
of this research (from a historically white univgrsare compared to the recent findings
on isiXhosa-speaking students’ language attitudeéseaUniversity of the Western Cape
(Dyers 1999) and the University of Fort Hare (Dahld004) (historically black
universities) so as to ascertain whether the ststaittitudes are similar or not, given
that they are learning in different environmentie Tindings of the study may, in this
way, offer useful insights for future Rhodes Unaigr language-policy reviews, which

are scheduled to take place every three years @shddiversity 2005).
The research questions explored in this study are:

1) What are the opinions and beliefs of isiXhosa-spepktudents toward various
LOLT issues at Rhodes University? What underlyittguales do these opinions

and beliefs reveal?

The opinions and beliefs of these students areoesghl in this study because
trustworthy evaluations of attitudes can be ob@imdien many belief statements are
examined together (Fishbein 1965). Therefore, maief statements relating to LOLT

* The DET provided education for speakers of Afritmmguages during the apartheid era.
® Public schools built for “white” learners duriniget apartheid era.



issues are included in the questionnaires and wstsideesponses to these belief

statements may help to reveal the attitudes th&l; ho

2) What is the effect of the following variables omdaiage attitudes: age, gender,
year of study, field of study (i.e. faculty) andetmature of previous school

attended as well as the higher education instituatbended?

Age, schooling background (Baker 1992), gender r@il1980), year of study
(De Klerk 1996) and field of study (Dalvit 2004) yeabeen identified in the existing
literature as factors influencing attitudes towardanguage. The extent to which these
variables influence isiXhosa-speaking studentstuakes toward the LOLT issues at

Rhodes University is considered in this study.

1.3 Methodology

This study uses quantitative agdalitative approaches to collect and analyse the
data. Bryman (1988) claims that the combination qofalitative and quantitative
approaches increases the validity of the findingany research. The data was collected
by using a survey that employed questionnaires iatetviews. The questionnaires
contain closed-ended Likert scale and multiple chdbelief statements. In order to
facilitate comparison, the questionnaires wereatiomodelled on those used by Dalvit
(2004) at the University of Fort Hare.

500 questionnair@svere administered to isiXhosa-speaking studentscares,
tutorials and residences through eliciting the hefpteachers, tutors and selected
students. The questionnaires (in English and isséhevere administered across all fields
of study and across all years of study to makesthey as representative as possible.

This was followed by recorded semi-structured iptteindividual and focus
group interviews. The individual interviews invot/0 students while the focus group
discussions involved two groups (made up of 8 sitsl#Fom former DET schools for the
first group and 4 students from former model C sthdor the second group). These
students were randomly chosen from among those indioated their interest (in the

guestionnaires) for a follow-up interview. The opmwded questions used during this

® The students’ statistics obtained in 2006 fromiaga Management Unit of Rhodes University reveal
that there were 715 Xhosa students in the Uniyensi2006. Five hundred (500) questionnaires were
distributed in order to reach many students, irggghe response rate and guarantee representivity.



stage are based on the results of the questionsaitey and enabled the students to
freely express their own beliefs and attitudes towthe LOLT issues. The use of
guestionnaires, individual and focus group intemdeallowed for the triangulation of the
data and thus hopefully increased the validityhef findings of the research (Frankfort-
Nachmias & Nachmias 1996).

The questionnaire data was then analysed usingpige scores, mean values,
and Chi-square tests, which helped to provide hisigo the attitudes of the respondents
as well as the links between the various attitugled the various variables mentioned
earlier (e.g. age, gender etc). The data from rkdevidual and focus group interviews
were then analysed in order to obtain greater msigo the beliefs and attitudes of the

respondents and hopefully confirm the results efghantitative survey.

1.4 Structure of the thesis

This thesis is organised into five chapters. Chafiténtroduces the study by
providing the background information on the reskarits objectives and research
guestions and the methodology employed in the stQtgpter 2 presents a review of the
theoretical literature relevant to this study. Tegues examined in this chapter include
the role of language in society, language planaimg policy in general and in education,
the theory of attitudes and a review of languagéude research in South Africa.

In chapter 3, a review of the various methodolsgised in researching language
attitudes is provided. Furthermore, a justificatibor selecting the questionnaire,
individual and focus group interview methods emplibyn the survey is provided. The
chapter concludes with a detailed explanation efitfplementation of these methods.

Chapter 4 presents a summary and interpretatidheofesults of the survey. The
guestionnaire responses are analysed through #hefysercentage scores, mean values
and Chi-square test results, while the interviemespaesented as summaries of the main
themes found in the responses.

The research concludes with chapter 5, which pdes/ia summary of the major
findings of the research, some policy implicatioot these findings as well as

recommendations for further research.



Chapter 2

Theoretical foundations

2.0 Introduction
In order to lay the foundations for the analysishis study, this chapter reviews

the core theoretical issues relating to it. Issafeoncern in the literature include the role
of language in society, language planning and pa& well as the theory of attitudes in
general and language attitudes in particular.

The chapter begins in section 2.1 with an exanonatf the relationships that
exist between language and society. The theornawofuage in ethnic-group relations
(Giles, Bourhis & Taylor 1977) is explored in orderestablish why attitudes are formed
toward language. The role of language planningeinegal and language-in-education in
particular is examined in section 2.2. An examnatof this issue is important because
language planning and policy activity in South A#m society has been a contentious
issue and has greatly influenced and been influkbgdanguage attitudes. Furthermore,
language-attitude surveys often provide useful rmfition for language-planning
activities and this study intends to contributehie same way. An overview of the theory
of attitudes is provided in section 2.3 so as #imljuish attitudes from other related
concepts such as belief, opinion etc. The varigpeg of language attitudes are explored
in section 2.4 in order to isolate the type of laage attitude that the proposed study
intends to explore. Section 2.5 examines the ptddanguage attitude in society, while
the chapter concludes in section 2.6 with a reeétanguage-attitude research in South

Africa.

2.1 Language in society
Language fulfils important social functions. It issed as a means of

communicating information and establishing and naamning relationships with other
humans (Trudgill 1992). Dirven (1989:4) points that there are three primary functions
that every language fulfils and these are “cogaitigategorisation, interactional
communication and social stratification”. Theognitive categorisationfunction of
language relates to the fact that language is d@rodiment of the cognitive system of
humans. It interprets and produces reality as éapezd by humans and also “shapes its

perception in a culture specific-way'ibid: 4). The second function of language



(interactional communicatign implies that language is used for interaction and
communication and that it embodies all the “spemgdnts in a community as well as all
the speech acts that are needed in that commugidtiyven 1989:4). This function of
language shows that language helps to identifymederve social groups (Wardhaugh
1993). In other words, a group can be distinguisfrech another group through the
variety of language that the group us&scial stratificationis the third function of
language and this refers to the notion that langueagresses or portrays vital features of
a society’s structural patterns, such as hieraattuering of groups within the society,
social class systems and so on (Dirven 1991).

The functions of language have been described bypbWend Kembo-Sure
(2000:2) as both “instrumental and symbolic”. Timstiumental function of language
refers to the use of language as a tool or instnin@ accomplish something. This
function of language is further divided into “infoative, binding or separating and
participatory” functions ibid: 2). Webb and Kembo-Sure (2000) state that the
informative functiorinvolves the use of language as an instrumergif@ng or receiving
information or expressing emotions and desirespfllvhich play a significant role in
interpersonal and social interaction.

Binding/separating functionThis function deals with the use of language ras a
instrument through which people group themselvgsttter (the language used within a
group unites or binds the group members) or theafidanguage as an instrument by
which people separate themselves from other pewpteare not members of their group.
For instance, an isiXhosa-speaking student at Rhaday separate him/herself from
native English speakers and identify more with Is)Xa-speaking students. The
informative and binding/separating functions of daage is similar to the second
function (interactional communication) identifieg Dirven (1989) above.

The participatory functiomefers to the use of language as a tool that eegi#ople
to participate in important social activities andnbfit from the resultant privileges
(ibid.). In South African society, proficiency in Engligtine language used in practically
all spheres of public life) enables an individuaptrticipate in politics, tertiary education
and the economy. Hence, those who lack proficieimc¥nglish are excluded from

participating in these activities and deriving benefits associated with therbig.).

The symbolic functionf language implies that language is useful inimtsiishing

different groups in society. Language ‘symbolizefenitity’, for instance isiXhosa



symbolizes or identifies an individual as being enmber of the Xhosa ‘cultural group’
(Webb & Kembo-Sure 2000:2). Hence, language coealdelgarded as a symbol of group
identity or as a social group marker (Fasold 1984)s function of language overlaps
somewhat with the binding/separation function (désed above), since language is seen
as a tool that binds group members together orratgzapeople from other groups.
Furthermore, the symbolic function of language teda to the interactional
communication and social stratification functiodentified by Dirven (1989), given that
the type of language that a group uses distingsitihie group from other groups.

The various functions of language identified abowdicate that there is a close
relationship between language and society. Sinogukage is a social phenomenon, it is
closely tied up with the social structure and vadystem of a society; various languages
are evaluated in different ways (Trudgill 1992).isTteads to attitudes being formed
toward different languages (favourable attitudesatal those evaluated as high-status
languages or prestigious languages (overt presiigele those seen as having less
prestige often receive unfavourable attitudes). elM®v, positive attitudes can also be
formed toward less prestigious languages becausthedf integrative value (covert
prestige). For L1-African language speakers inSbeath African context, English — the
language of wider communication — has overt prestidnile the indigenous African
languages with limited functions have covert pgsti

According to Smit (1996), it is important that tharticular nature of multilingual
societies (such as South African society, clastiiito several ethnolinguistic groups) be
taken into consideration when conducting langudtigsde research. She suggests that a
theoretical framework that may be useful for thedgtof language attitudes in South
Africa is the theory of language in ethnic-groufatiens and this theory is drawn upon in
this study. This framework is an integration ofetardifferent theories: “a taxonomy of
ethnolinguistic vitality, Tajfel's theory of intergup relations, and Giles’ theory of
speech accommodation” (Giles al 1977:343). These theories further highlight thie r
of language in society. A brief description of eatlthese theories follows.

2.1.1 Ethnolinguistic vitality

This theory deals with the factors (such as “stadl@snographic and institutional
support factors”) that distinguish a group fromestiroups in intergroup contexts (Giles
et al. 1977:309). Status factors refer to the econonaiciag sociohistorical and language

status of a group. A group that has more materigdlth in a community or nation



usually has high social status. Such a group resehigh esteem and overt prestige,
which is ascribed to it by most individuals in aigty. The language of the high-status
group gains prestige and becomes standardizedurim tanguage perceptions are
influenced by standardization (the codification tbe norms of a language) and the
importance attached to a language as evident indh#er of functions that the language
serves in society (Edwards 1994).
As noted by Edwards (1994), language can be ewaluan the basis of social

status (attractiveness of a language) and sold@hie integrity the language provides to
members of a group). The issue of social statusugesolidarity is faced in particular by

lower-status groups who contend with two compelamguages:

* The high-status group variety (the attractive \gjies associated with power and
prosperity — overt prestige; while
» the in-group variety (lower-status variety) is asated with identity and feelings of

solidarity — covert prestige (Smit 1996).

Ferguson (1959) uses the tednglossiato describe a situation in which two or more
varieties of the same languagee used in different contexts. The high-statusetyahas
a wide range of functions (used in formal contextkjle the lower-status variety has
limited functions (used mostly in informal contextdn example of this is a situation in
which Pidgin English or Creole (a lower-status egriused mostly in informal contexts)
and Standard English (a high-status variety usddrinal contexts) are used side-by-side
in a society. On the other hand, Fishman (1971)esghat a diglossic situation also
applies in a society that has differéamiguagesused in the same way.

Fishman (1971)’'s definition of diglossia applies the South African context in
which European colonial languages (English andkafis) are the high-status varieties
with a wide range of functions and overt prestighile African languages (for example
isiXhosa) are low-status languages with limitedctions and covert prestige (Luckett
1995, Heugh 2002).

Sometimes individuals have to make a choice betweamtaining solidarity with
their group or shifting to the high-status varistiehen it is not possible to belong to both
the original group (the lower-status group) andhlgher-status group. At other times, it

is possible to identify with both groups and theéividuals may use any of the varieties in



separate domains when necessary (Smit 1996). Tdmoged study will, among other
things, examine the extent to which isiXhosa sttglenaintain solidarity with their
language group while identifying (if at all) withd high status group variety (English).
Returning now to the main factors of ethnolinguistitality, demographic factors
involve the concentration of a group within a temy and the number of speakers that a
linguistic group has. A group with a high numbersptakers concentrated in its territory
has more vitality, while a group that has feweradges has less vitality and its language
is more likely to die out (Gilest al. 1977). The third factor deals with the institutidbn
support that a linguistic group and its languageyerA group whose language is used in
both formal (mass media, education, business, gavent etc.) and informal institutions
(religion, culture etc.) has high vitality. Thesactors increase the vitality of the
ethnolinguistic group or the chances of survivaltth language group has as a united
entity in intergroup contexts and thus the moreliikit is that its language will be
maintained. In addition to these factors, the b&havof individuals in intergroup
contexts also contributes to the maintenance othdeé a language. This issue is
explored in Tajfel's theory of intergroup relatiopnand Giles’ theory of speech

accommodation, both of which are discussed below.

2.1.2 Tajfel's theory of intergroup relations

This theory includes four related concepscial categorization, social identity,
social comparisomand psychological group distinctivenegSileset al. 1977). According
to Louw-Potgieter (1988:4), these concepts togellemame known as “social identity
theory (SIT)”. Social categorisation deals with thigision of the world into different
social groups or social categories. It is in teohshese social divisions that individuals
place themselves and others within society (Louwgieter 1988). The social groups that
individuals position themselves in or belong to &eown as in-groups, while the
categories that they situate others in or do nentifly with are known as out-groups
(ibid.). According to Smit (1996) an individual ident8iewith several in-groups and
separates him/herself from a number of out-grolips. in-groups and out-groups make
up the society which is structured in a hierardhiway along the power dimension
(ibid.). For instance, a group that has more econompmbitical power in society tends
to dominate other groups.

Social identity refers to an individual’'s awarene$she fact that s/he belongs to

several groups as well as the attachment of pesitiv negative value to his/her

10



membership. This awareness forms part of the t=mhicept’ (Gileset al. 1977:319).
Hogg and Abrams (1988:24) point out that the setfeept involves the entirety of “self-
descriptions and self-evaluations” that an indialdperforms in a subjective way.
Individuals in a group only become aware of theicial identity by comparing
themselves with other groups (social comparison) tary generally prefer to belong to
groups in which they find personal satisfaction hasle positive social identity (Gilet
al. 1977). According to Louw-Potgieter (1988:5), indivals who want to attain positive
social identity will attempt to create “positivestinctiveness” between their in-group and
out-groups. Through intergroup comparison individuaho have more power and
wealth are judged to be superior and are accorggddtatus while members of a group
judged inferior (by external makers of wealth) hdew status. Members of the high
socio-economic status group have a sense of sditsfaand positive social identity
while members of the low status group often hawgatiee social identity (Gilest al
1977, Louw-Potgieter 1988).

Members of the low status group who are not satisfiith the low status of their
group may employ the following strategies to cartbe unsatisfactory situation in order
to have a positive social identity: individual sacimobility, social creativity and social
competition (Hogg & Abrams 1988, Louw-Potgieter 898 Individual social mobility
refers to a situation in which an individual leatles perceived inferior group and moves
into the superior group. This may be attained thhoan adjustment of one’s own values,
style of dressing and speech in order to integirate the superior group (Gilest al
1977). This strategy is an individualistic one hesit does not bring about change to
the situation of the group as a whole (Louw-Po#giet988). According to Hogg and
Abrams (1988), individuals who leave the subordingiioup believe that the boundaries
between their group and the superior group areysoend that it is possible for an
individual to move from the inferior group to thepgrior group through effort and hard
work.

Social creativity on the other hand involves thio$ that group members may
put in place to reinterpret their prior negativeuacteristics (such as their colour of skin,
style of hair and dialect or accent; see Gdeal 1977) as favourable ones (for instance,
the black skin colour which was previously evaldategatively is redefined as positive

— “black is beautiful”) or to select a new meastwe intergroup comparison (Louw-
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Potgieter 1988). For example, the “colourep&ople who had more privileges and higher
status than the “black” people during the aparthregime in South Africa may obtain
more satisfaction from comparing themselves witha¢k” people than with “white”
people who had higher status than the “colouredppeeduring the last regime (Hogg &
Abrams 1988).

Lastly, social competition refers to a situationen inferior group members
attempt to change their group’s situation (in oreattain a satisfactory social identity)
by competing with the superior group. This may imeahe redistribution of wealth and
power in society (for example, affirmative action lmdack economic empowerment in
South Africa). Such policies often create confdintd resentment between the inferior and

the superior groups.

2.1.3 Giles’ theory of speech accommodation

Giles theory deals with the reasons why peoplenaoéivated to change their
speech style and the outcomes of such changes.tiduey shows that people are
motivated to modify their speech styles in ordeexpress attitudes toward others (Giles
et al. 1977). Shifting one’s speech style toward thaarudther person is a way of seeking
approval (this is known as convergence) while sigftaway (divergence) shows
disapprovalipid.). In intergroup relations, individuals from thdanor group who want
to improve their social identity often shift thespeech style (or even language) toward
that of the high status or prestige language warkatr instance, such individuals may try
to adopt the high status accent of the languagetyara process which is known as
upward convergence. This is done in order to redinggistic differences and integrate
with the perceived superior group membébogl(). An example of this can be seen in the
South African context where some speakers of Afrieeaguages may try to sound like a

mother-tongue speaker of English when they speajkidnto native speakers of English.

2.1.4 SIT and language
Giles et al. (1977) integrate the three independent theorissudsed above
(ethnolinguistic vitality, social identity and spdeaccommodation) to form the theory of

language in ethnic-group relations, which providesamework that sheds light on the

" Scare quotes are used for the tewhite, colouredandblack because they are politically sensitive terms
in the South African context. These racial categpdre furthermore arbitrary as there are no clear
boundaries between them and indeed they are smeiatructs.
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central role that language plays in intergroup tiehes. This theory also shows why
language attitudes are formed in intergroup retatioSocial identity theory (SIT),
comprising the notions of social categorizationgiaoidentity, social comparison and
psychological group distinctiveness, is the foummatof the framework. Within this
framework, language is associated with all the eptg of SIT, as the discussion below
shows.

Language is one of the major bases for categorigauple into social groups; a
group can be distinguished from another group tindanguage. In intergroup situations
languages signify in-group inclusion or solidarand out-group exclusion. Language
thus functions as a social group marker (Gdeal. 1977). Language is the most evident
symbol of social group identity, as can be seesdme of the functions of language
discussed above. Group members who have strondiveodeelings toward their
language are motivated to attach themselves ta@itbep. Members of the inferior or
subordinate groups often evaluate their languaggpeech style negatively, which shows
that they have negative social identityid.). Similarly, Edwards (1994) points out that in
a society with different language varieties, oftea language of the high-status group is
positively evaluated as the superior language byinkgroup members and evaluated in
the same way by the lower-status group (the outygrowhile that of the lower-status
group is negatively evaluated by both groups. Memloé the subordinate group who
have a negative attitude toward their language maaye willing to learn the language or
be taught in it in school. This situation is evitlénthe South African context in which
there is resistance against mother-tongue instnu¢ty most members of the lower-status
group (speakers of African languages).

Language also plays a crucial role in intergroumgarison, since the importance
of a group’s language as a symbol of group idemidty be seen when it is compared to
that of contrasting groups. According to Giles al. (1977), through intergroup
comparison, members of the subordinate group wheepe that there are other
alternatives to the existing situation will embark some linguistic strategies (either on
the individual or group level) to improve their idiy. At the individual level there is
social mobility (which may involve the adoptiontbe accent of the high status language
variety in order to be accepted by the high-stajumup or even a shift to another
language completely) and at the group level, asaiion, redefinition of negative
characteristics, social creativity and group corntipet (see 2.1.2 where redefinition of

negative characteristics, social creativity andigroompetition were discussed earlier).
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Assimilation is a situation where an entire submati group shifts or converges
to the speech style or language of the dominanipyrdhis is often done to gain the
dominant group’s approval and thus receive the nahtbenefits that result from this.
This is often seen in a situation where a groupgesiteés from their home country to
another country. The desire for positive identityl igad to positive attitudes toward the
language of the host community or the dominant gr(daid.).

Another linguistic strategy that a subordinate gremploys is that of redefining
negative characteristics, which on a linguisticeleinvolves re-evaluating a group’s
variety in a more positive way. This re-evaluatioay inspire pride in the language of
the group members, that is members will equate targuage with that of the superior
group that they were converging toward previousty dhis will motivate them to
confidently use the language in all domains. A fasiattitude toward the subordinate’s
group language is likely (Gilet al. 1977).

Furthermore, a subordinate group may compete wigh Superior group over
language issues in the mass media, education, oeat and so on in order to improve
their social identity. An ethnic group may competiéh another group over control of
which language to use in the media (such as radi talevision) or as LOLT in
education. These different kinds of intergroup tieles lead to different kinds of
language attitudes.

In the South African context, English and Afrikaamere the official languages
used in all spheres of the public domain, while Afiecan languages were in general,
relegated to the private and informal domains dythe Apartheid efa However, since
the inception of democracy in 1994, the governnieag been trying to make African
languages more competitive by according officiatss to nine of these languages. This
was done in order for them to function as offidiahguages alongside English and
Afrikaans in all domains, including higher educatio

The functions of language identified by Dirven (29&nd Webb and Kembo-
Sure (2000), as well as the theory of languagehnie-group relations (Gilest al. 1977)
discussed above, clearly show the significant rislaslanguage performs in society. The
themes common in these various theories aboutdleeof language in society are that

language is very useful for communication, distisging or categorising the different

8 Except in the domain of education (where Africanguages were developed as LOLT) and in the so-
called Bantustans where efforts were made to dpuéke African languages to serve various formal
functions. In general, however, English and Afrike@emained the languages of power and access.
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social groups in society and that it can serve @sldor improving one’s social status. In
what follows, | discuss language planning and laggupolicy, both important issues in
the literature pertaining to language attitudepagy affects and is shaped by language
attitudes.

2.2 Language planning and language policy

Language planning is defined as “a body of ideass] and regulations (language
policy), rules, beliefs, and practices” designedotmng about change in the manner in
which language is used in a society (Baldauf & Kapl997:3, cited in Kamwangamalu
2004). Some of the goals of language planning ametimes achieved through the
implementation of language policy (Cooper 1989). Asted by Fettes (1997:14),

language planning includes *“all systematic languagelicy development and
implementation”. However, sometimes there is algetveen policy and practice which
may influence the linguistic situation in a country

Karam (1974:105, cited in Cooper 1989) refers togleage planning as “an
activity, which attempts to solve a language probleisually on a national scale, and
which focuses on either language form or languagean both”. Webb and Kembo-Sure
(2000) identify three language problems that maysdleed through language-planning
activity (cf. 1.1). Two of these problems (the gddon of some languages to the
functional background and negative attitudes bé&mnged toward certain languages) are
present in South Africa as a result of the coustrgast history in which African
languages (for example) were afforded limited fioret largely in informal low status
domains, while English and Afrikaans functionednimst domains. Efforts have been
made toward solving these problems in languagenplgractivity since 1994.

Cooper (1989:35) points out that language planmngot only carried out to
solve language problems but it is often done ferdbhievement of non-linguistic goals

such as:

consumer protection, scientific exchange, naiamegration, political control,
economic development, the creation of new elitesaintenance of old ones,
the pacification or cooption of minority groups,damass mobilization of
national or political movements.
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He argues that these non-linguistic goals provide tmain motivation for
language planning. Thus, defining language planrasgattempts to solve language
problems may be misleading because this does metlr¢he basic motivation behind
such planning. According to Cooper (1989:35), sitiee primary attention of language
planning is focused on the achievement of non-istgu goals, it may be more
appropriate to define language planning as “efféstdnfluence language behaviour”
instead of seeing it as attempts to solve langpagielems.

Baldauf and Kaplan (2004:6) contend that languplgening and policy take
place in relation to language ideologies, which eat@ from a “socio-political and
historical framework of relationships of power, f of discrimination, and nation
building”. As noted by Williams (1981, cited in Edvds 1985), individuals who hold
powerful positions in a society are usually the oméno carry out language planning.
Hence, the language polices or regulations thatltr&®m language planning are often
intended to benefit them. Kamwangamalu (2004) ezdnea similar vein that language
planning in South Africa gave more privileges te thhite people who were in power in
the past regimes, while the suppressed groupsasaddnguage rights. This imbalance of
power is one of the reasons why the indigenousuagegs in South Africa do not have
high status.

According to Tollefson (1995), the issue of powsrai fundamental concept in
language planning because all levels of languadgeypofrom the national to the
classroom level, reflect unequal power relationshigven though linguists may be
consulted in language planning, the actual planaegs“politicians, administrators and
rulers” (Edwards 1985:89). Louw-Potgieter and Lo@¥®91) argue, therefore, that
language planning is a political process. Althotigh political implications of language
planning are not addressed in this study, the ab®weorth mentioning because the
political aspect of language planning affects adifs toward language policies.

The model of language planning comprising “normesgbn, norm codification,
functional implementation and functional elabomatidesigned by Haugen (1966, cited
in Edwards 1985:88) is one of the theoretical frammis followed in many language-
planning processes. Norm selection refers to thegss of choosing a variety or varieties
to develop into a standard language (Hudson 198fer the selection process, the
chosen variety is standardized. Here the normieofanguage are codified, which entails
the language being written down and the grammanography and lexicon being made

to have regular forms, in order for everyone tareand use the ‘correct’ forms of the
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language (Edwards 1985, Hudson 1980). Accordingedwards (1985:88), the third
stage of the language-planning process is knowfuragional implementation and this
involves making the standardized variety populdirdtigh official pronouncements,
education and the media”. In order to ascertairettient to which the standard language
has been accepted, several evaluation methodssark to determine the attitudes of
individuals toward it (Edwards 1985). Elaboratioh the functions of the chosen
language is the last stage of the language-planpimgess. This deals with the
“modernisation and expansion” of lexical items dfetlanguage so that it can
accommodate changes that may occur in the world/gEds 1985:88).

Although the nine indigenous South African offici@nguages (for example
isiXhosa) are codified, the functional implemerdgatiand elaboration processes may
need to receive more attention in order for thasguages to be used in higher domains

such as higher education (Ministry of Education200

2.2.1 Classification of language-planning activity

The above language-planning processes may be fddssnto three broad
categories: corpus planning, status planning amplisition planning (Cooper 1989).
Webb and Kembo-Sure (2000:16) define corpus planrée “the determination of
standards and norms for a language, as well asntheduction of new words and
technical terms” and this is done to enable a lagguo perform its functions in society.
Acquisition planning refers to language planningdied towards the spread of language
as realized by an increase in the users of a lggg(@ooper 1989). | will focus on status
planning in what follows because of its relevar@éhe study.

Status planningefers to the adoption of a language or languagethe official
language/s of a country (Fettes 1997). The staft@slanguage is often encoded in the
law. Multilingual countries often rely on languagdated legal provisions to maintain
peace and unity amidst diversity (Coulmas 2005ppgeo (1989:32) points out that status
planning also refers to the “allocation of language language varieties” as official
languages, languages of learning and teaching anduhges of the mass media.
According to Gorman (1973:73, cited in Cooper 198*)guage allocation may be seen
as comprising “authoritative decisions to maintartend, or restrict the range of uses
(functional range) of a language in particularisgf’. In South Africa (a multilingual
society), the 1996 constitution (section 6, subeastl—4, cited ILANGTAG 1996:46)

recognises eleven official languages as shown below
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(1) The official languages of the Republic are Sep&#sotho, Setswana, siSwati,
Tshivenda, Xitsonga, Afrikaans, English, isiNdeb&&hosa and isiZulu.

(2) Recognising the historically diminished use antustaf the indigenous languages of
our people, the state must take practical and igesieasures to elevate the status
and advance the use of these languages

(3) National and provincial governments may use pdedrcofficial languages for the
purposes of government, taking into account usaigeticality, expense, region and
the balance of the needs and preferences of thdagi@m as a whole or in respective
provinces, provided that no national or proving@vernment may use only one
official language. Municipalities must take intonsideration the language usage and
preferences of their residents.

(4) National and provincial governments, by legislatised other measures, must
regulate and monitor the use by those governméntemfficial languages. Without
detracting from the provisions of subsection (2)),official languages must enjoy

parity of esteem and must be treated equitably.

From the constitution it would appear that the gomeent intends to extend the
functional range of the African languages which Viasted during previous regimes.

Language planning under the democratic regime utlSéfrica has sought to
correct the inequalities of the past in the langudgmain. For instance, the Language
Planning Task Group (LANGTAG) was established i®890 conduct research and
advise the government on what is required for tffecve implementation of the
principles in the constitution. The main task asthdvisory body was to challenge the
hegemony of English and Afrikaans as well as todieede the negative social
connotations associated with the African languagédss calls for a change in the
prevailing attitudes toward African languages (LANGG 1996). As noted by
Alexander (1995), speakers of indigenous SouthcAfrilanguages developed negative

attitudes toward mother-tongue instructiaas a result of the apartheid mother-tongue

° Although Reagan (1986) argues that the motherttemplicy of apartheid is in line with UNESCO’s
mother-tongue principle, it has been shown that titee function was to promote the apartheid
government’s ideology of separate development: South Africa ... the policy of apartheid has had
recourse to the choice of the mother tongue asmtia medium of instruction at the primary levelybed
which, it has shown, the vast majority of Africamildren do not pursue their studies) in order tafece
the linguistic, social and cultural isolation ottifrican population within the country as wellfasm the
world at large” (UNESCO, 1967:67, cited in Mazr@i2).

18



language policy that was meant to promote separateand prevent the unity of the
black people, as well as subduing them and kedperm underdeveloped.
In order to raise the status of the official Afmcdanguages, LANGTAG

(1996:15) recommends that these languages:

be used in high-status functions such as parliaangiolebates, languages of learning
and teaching in all phases of education, from ph®al up to the universities and the
technikons, in the print and electronic media arddomestic (national, regional and

local) business transactions.

The language-planning body known as Pan Southc#iriLanguage Board
(PANSALB) has been established to create conditionthe development and use of all
the official languages and to implement the recomutaéions of LANGTAG in terms of
uplifting the status of African languageduch effort in terms of legislation has been
made to correct the inequalities of the past. @selt has been the Language Policy for
Higher Education that encourages the developmentthef nine official African
(indigenous) languages so as to function alongsidgish and Afrikaans as languages of
learning and teaching in higher institutions (Cduran Higher Education 2001).
Universities have been called upon to take the Iradkveloping African languages as
“academic/scientific languages”, so as to allow entmarners to have access to higher
education. This is perceived as necessary sincendjerity of these learners are not
“fully proficient in English and Afrikaans” — thele factolanguages of instruction in
higher education institutions (Ministry of Educatio2002:4; Council on Higher
Education 2001; Alexander 2001).

However, Coulmas (2005:195) points out that theomial languages still
continue to dominate despite efforts to promoteigedous languages as official
languages in Africa, mainly because many peopldtseeolonial languages as providing
“symbolic access to modernity” and social mobilitywould appear that South Africa is
no exception to this general trend. Thus, Foley0430argues that, theoretically, it is
possible to develop African languages in South aafrbut that, practically, the policy
may not be successfully implemented owing to secionomic and political problems

militating against the development of these langsaas LOLT in higher institutions.
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2.2.2 Different approaches and issues in languagépning

Phillipson (1992:86) and Coulmas (2005:195) notat tWestern concepts of
language planning such as “one nation one langaegeot automatically valid for the
third world” since the latter have extremely mitigual societies. The traditional
approach to language planning, in which one languagiety is developed to perform
many functions while others are relegated to thekdgpaund in society, is regarded as the
“streamlining approach” (Muhlausler 1966, cited-ettes 1997:19).

According to Fettes (1997), the streamlining appho@produces inequalities and
barriers to communication since members of the maliged groups must have
knowledge of the dominant language in order to owprtheir social status in society.
For instance, in Anglophone African countries, aghividual needs knowledge of English
to get a good job and improve his/her status inespcThe use of English as LOLT is
encouraged in traditional language planning so preaiple can learn English and fully
participate in socioeconomic and political actegtiand derive the benefits associated
with them (Smit 1996).

On the other hand, the modern approach to langyagening promotes
bilingualism or multilingualism (for example, in &b Africa), by selecting and
developing two or more languages as official laggsaof the statek(id.). Fettes (1997)
discourages the traditional approach of developengsociety on the basis of
monolingualism. Instead he suggests that it will“beneficial for many languages to
coexist in a complex web of relationships where tpesple are bilingual or multilingual
and experience this as a resource worth preseribigl:20). This approach is regarded
as an “ecological approach” to language plannirgjiarelieved to have a positive effect
on education, because it will enable learners toolme bilingual or multilingual
individuals (Fettes 1997:20). The relevance of thi®ducation is noted by Alexander
(1995:39):

...multilingual persons (especially children) are tbetequipped cognitively than
monolingual persons because they have to grappll wWie metalinguistic

dimensions of language learning.

Another theoretical issue in the literature on laage planning deals with the

participants involved in language planning. Theditranal approach (a top-down
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process) involves language planning and policy-m@kit the national or higher level
(‘macrolevel’). These plans and policies are thramgmitted to the citizens at the lower
level (‘microlevel’), without satisfactorily examimg the language attitudes of the target
groups (Cooper 1989:38, Edwards 1985). Severalrifiie are not in favour of this
approach. They propose that the attitudes of th&zeos should be taken into
consideration in language planning. This meansglaatning should start from below, at
the microlevel, andthen move to the macrolevel (Edwards 1985, Cooper 1989,
Alexander 1992, Eastman 1992). This present larerafifude study that seeks to
examine isiXhosa-speaking students’ attitudes tdwaarious LOLT issues at Rhodes
University will hopefully enable and encourage laage planning from below at Rhodes
University.

Edwards (1985) argues that successful languagaiplgadepends not only on the
approval of those in power but also the acceptaricthe individuals for whom the
language policy is intended. Similarly, Mackey (24985, cited in Eastman 1992) notes
that successful implementation of language-in-etiogolicy programmes depends to a
great extent on “public enthusiasm and supportiluFato take this into consideration
may lead to social strife such as the Soweto umrisif 1976 (Eastman 1992). Hence,
Eastman (1992:107) suggests that sociolinguistauldhbe interested in language
attitudes “when it comes to suggesting which laggsaare appropriate in which

situations”. This reveals the social importancéaofjuage-attitude research in society.

2.2.3 Language planning in education

Phillipson (1992) argues that since educationaguage policy is a form of
language planning, the social factors that infleegeneral language planning are also
visible in educational language planning. A stroelgtionship exists between language-
in-education policy and political, economic and itafly power {bid.). According to
Tollefson (2002), the choice of language of leagramd teaching (LOLT) is often not the
only issue in language policies in education; iadt@ lot of socio-political issues are
involved. Therefore, it is recommended that langupglicies in education be understood
in relation to broad social, political and econotfuirces that define education and social
life in general ipid.).

Phillipson (1992) notes that during the colonial,eEnglish (LOLT in most ex-
colonial Anglophone countries) was imposed, butdoent times language policies in

education are determined by compelling argumentvgiich language policy and use is
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planned in a rational way based on facts that @aéadle) and the market or the demand
for a language/s. The idea of choosing Englishus bften based on the fact that English
is associated with “progress and prosperity” (Risthn 1992:8). However, although the
argument in favour of English in language-in-ediorapolicies appears sensible on the
surface, the idea is based on a “dominant ideologyith is not in the interest of the
subordinate group, although the irony is that iagsepted by them (Phillipson 1992:8).
For instance, during the colonial period the cabmpiowers imposed their languages on
Africans and relegated the use of African languagethe lower primary school level.
This policy has not produced very good resulth@aeaducational systems in Africa.

According to Heugh (2002), the failure prevalenthe educational systems on
the continent can be largely attributed to theriesd use of the learners’ mother tongue
at the lower primary school level and the subsegitramsition to an English medium
system at a stage when most learners do not haegate proficiency in English.

Even though it is claimed, as noted above, that plolicy is not very effective,
African language-in-education policy makers in fhast-colonial era often accept and
still adhere to a colonial language policy. In gahethey have not done much to develop
African languages to function at higher levels @fieation. Mazrui (2002) argues that the
dominance of English in the African educationaltegss (especially the university) has
created a situation in which Africans will continte depend on the West. Thus,
Auerbach (1995:9) argues that “dynamics of powed domination” are hidden in
language-in-education planning.

The issue of power and domination in educationagl@age planning in South
Africa has produced much controversy over the yéResagan 2002). Heugh (2002)
points out that language-in-education policies entered much resistance during the
colonial and apartheid years. For instance, “thgligisation policy in the Cape colony”
generated resistance from the Afrikaans-speakipglption against whom it was mainly
directed; similarly the apartheid language polieyhich imposed Afrikaans upon
African-language speakers, produced resistanceclina@xed in the 1976 student riot in
Soweto (Reagan 1986:2, Heugh 2002:240). Black Safitbans regarded Afrikaans (the
language of apartheid) as the language of oppresaimd English (the preferred
international language) as the language of libemaMazrui 2002).

Tollefson (2002) points out that language-in-ediatatpolicies that do not
promote multilingualism are unrealistic. Alexand@r995) argues that a policy of

multilingualism will promote national unity and neck ethnic strife. Similarly, Young
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(1995) claims that practical multilingual policieshich encourage the use of African
languages, may help to solve the complex langudgeation problems in South Africa.
Several authors have called for such policies mgyu@ge-in-education planning, and the
1996 constitution also encourages multilingualisnmall domains of society (Alexander
1995, Luckett 1995, Heugh 1995 and 2002, LANGTAG96€)9 However,
Kamwangamalu (2004) observes that there is a sbangrast between the language
policy and actual language practice in South Afrisecause while the language policy
promotes multilingualism, language practice advano®nolingualism in English in
higher spheres of public life such as higher edonanstitutions where very often only
English is used as LOLT. This has led to the maiee and perhaps increase of

favourable attitudes toward English and a diglosgigation in South Africa (cf. 2.1.1).

2.3 The theory of attitudes
In this section, an attempt is made to define tdren attitude and to examine

concepts related to attitudes. The theory of lagguatitudes is also briefly explored.

2.3.1 Definition of attitude

There is no unigue definition of the teattitudein the literature because it means
different things to different individuals. The ddfions in the literature on attitudes are
seen as matters of convenience as researchere diefirconcept to suit the purpose of
their study (Jahoda & Warren 1966). The differemfidtions usually show the
theoretical orientations or interests of the redeans (Agheyisi & Fishman 1970). Doob
(1947, cited in Chein 1967) argues that given timbiguous and inconsistent manner in
which the termattitude is used, he is tempted to propose that its usdgids®ntinued in
the social sciences because it does not reallye sefull scientific need and that if this is
done it will lead to a more unified, scientific way studying human behaviour. Chein
(1967) himself takes a different position and ckithat it would be absurd to abandon
the use of the termattitude due to a lack of precise definition, since mosersific
inquiries begin with vague observation and prog@grsslually until the observation is
clearer and a more precise definition is attairlemsagabaster (2004) notes that the
concept ‘attitude’ is indispensable, as it has bkeavily relied upon in the study of
human behaviour. | agree with this author’s posiparticularly as it relates to my study:
the knowledge of the attitudes that individualsdhtolward a language will help language

planners to formulate policies that may be succdigsmplemented.
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According to Agheyisi and Fishman (1970:138) thare two broad “theoretical
and methodological positions (mentalist and behaigt)” in relation to the definition of
attitudes. Proponents of the mentalist approacie\eelthat attitudes are a condition of
the mind that an individual has toward an attitobgct. This view is based on Allport’s
(1954:20) definition of attitude as:

a mental and neural state of readiness, organisedgh experience, exerting a
directive or dynamic influence upon the individgatesponse to all objects and

situations with which it is related.

This implies that attitudes cannot be directly obsd but can be inferred from an
examination of a person’s expressed thoughts nigeland motives. The criticism of this
definition is that attitude defined in this way oah be physically measured (Agheyisi &
Fishman 1970).

On the other hand, the behaviourists argue thiiidetcan be directly observed.
In this approach, attitude is seen as: “directlptezl to overt behaviour or overt verbal
responses to any given set of stimultiig:138. As noted by Baker (1992his could
sometimes lead to misleading explanations of aisy since the prediction of attitudes
from behaviour has been seen to be imperfect. §BR6) argues that most working
definitions integrate features of the two approache

Working definition of attitudeLasagabaster (2004) and Baker (1992) show that a
preferred working definition is given by Ajzen (¥28) who defines attitude as a
“disposition to respond favourably or unfavourality an attitude object, person,
institution or event”. The evaluative nature (fakahle or unfavourable) of attitude is
brought out in this definition and this is ofteresen attitude scaling methods, where a
person’s attitude is measured or evaluated ondkes lof his/her response (favourable or
unfavourable) to the attitude object or referenizéh 1988). Similarly, McGuire (1969)
claims that an individual's attitude toward an abjeould be determined by his/her
reactions to the attitude object.

A further important theoretical issue in the litew@ on attitudes dating back to
Plato is the classification of attitudes into caiyei, affective and conative components
(Baker 1992). The cognitive component deals wiitbughts and belief¢knowledge)
about the attitude object. For instance, if thduaté object is a language (for example,

isiXhosa), this may entail expressions of beliedaaerning the importance and benefits
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of using the language as LOLT. The affective congmnnvolves responses that reveal
feelings toward the attitude object. The conative comporggsls withactions that
individuals are ready to take toward an object \w@n¢ under certain situations (Baker
1992, Ajzen 1988). For instance, African languageagers who believe that it is
important to learn English or use it as LOLT (bexmaof the social status of the language
and the upward social mobility associated with klealge of the language) may take
action by sending their children to an English-redischool.

According to Agheyisi and Fishman (1970), propoeaitthe mentalist approach
mostly suggest that attitudes have multiple comptmmade up of cognition, affect and
conation (multicomponential); while most proponenitthe behaviourist approach claim
that attitude is made up of one component — affesicomponential). McGuire (1969)
notes that some theorists believe that the affeatymponent of attitude is the core of
attitude, while the cognitive and the conative comgnts are seen as ‘growths’ which
form around it.

Several authors believe that the three componédmiitudes are separate entities,
while others believe that they are interrelated sbgabaster 2004). Oppenheim
(1966:106) believes that:

attitudes are reinforced by belief (the cognitieenponent) and often attract strong
feelings (the emotional or affective component} thil lead to particular forms of

behaviour (the conative or the action tendency acorept).

Ajzen (1988:20) points out that although a numbeértheorists view attitude as a
“multidimensional construct” (made up of cogniticaffect and conation), they believe
that the evaluations expressed in each componepntmalifferent. An example of this

can be seen in the case of a student who may Imaflesk (negative affect), but believes
that having a knowledge of English will help himvh® obtain a good job after

graduating from school (positive cognition), herstdl continues to use English —
positive conation. Ajzen (1988)’s definition aftitudewill be drawn upon in this study

as it provides a clear, relatively unambiguous wstd@ding of the concept. It is also
useful because it highlights the lack of continlbgtween the different components of
attitude.
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2.3.2 Attitudes and related concepts

The relationship between attitudes and behaviowedlsas perceptions, opinions,
beliefs, behavioural intention and values has wetkemuch attention in the literature on
attitudes. A clear understanding of the meaningaxh term and their relationship to
attitude will provide a better understanding of te@cept of attitude itself.

Attitudes and behaviouAttitudes are latent, the attitudes that an indigidhas
cannot be seen by another person, they can oniyfé&eed from external behaviour or
“measurable responses” (reflecting positive or tiggavaluations of the attitude object)
and the situation in which the behaviour takesel#@jzen 1988:4).

However, behaviour sometimes does not reveal theahattitude that a person
may have toward an object or event. This lack afigcoence between attitude and
behaviour presents some problems in the measureofiattitudes (Baker 1992). The
inconsistency between what people say (expressiédda) and what they do (actual
behaviour) is evident in research conducted inlUhged States of America by Lapiere
(1934, cited in Baker 1992) which examined thetrateship between actual behaviour
and expressed attitudes. In the relevant studyyiaeGe couple visited 251 restaurants in
the USA and a questionnaire was sent to theseurasits six months later. The results
revealed that while 92% of the informants said ttinty would not allow a Chinese
couple to come into their restaurant, in practiol one restaurant refused service to the
couple.

Smit (1996) argues that this finding and otherswshg the inconsistency
between expressed attitude and behaviour shouldlisoburage attitude research as a
way of predicting behaviour. She was of the viewtthoth attitude and behaviour
research should be conducted and improved upore dinis will promote a better
understanding of these concepts and their reldtipns

In what follows, other concepts related to attimigperception, opinion, belief,
value and behavioural intention) are explored. Adicw to Smit (1996) perception,
opinion and belief are related to the cognitive porent of attitude because they involve
knowledge that people hold toward attitude objects.

Perceptioninvolves an individual’'s understanding or awarene a situation,
hence it is related to the cognitive componenttiifuae (bid.).

The termopinion is defined as a “more specific manifestation” ofitades
(McGuire 1969:152). It may also be seen as the @xpmnession of a concealed attitude

(Thurstone 1929, cited in McGuire 1969). Opinioas te observed more than attitudes
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because the latter exist in the “private conscieash of the person who holds them
(ibid:152). Cooper and McGaugh (1966:29) see opinioa ‘dsntative perception” held

by an individual or the public toward an attitudgjext at a specific time, which may
change in the future. Oskamp (1991) claims thaniopi is sometimes seen as an
equivalent term to attitude, but he is of the vidvat opinion relates more to belief
because it mainly involves the cognitive comporadrattitudes.

Belief refers to the knowledge or information that anivithal has about an
object, and is thus associated with the cognitormmonent of attitude (Fishbein & Ajzen
1975). To a certain degree, future behaviour doaatan be predicted on the basis of an
individual’'s beliefs (Cooper & McGaugh 1966). Acdorg to Fishbein (1965),
trustworthy evaluations of attitudes can be ob@imdien many belief statements are
examined together. In this study, for example, marijief statements about various
LOLT issues have been included in the questionrame students’ responses to these
belief statements have helped to reveal the a#tguithey hold toward, among other
things, the use of isiXhosa as LOLT at Rhodes Usityee Smit (1996) points out that a
number of language attitudes may be more apprepyiatalled language beliefs and
opinions because the responses that informantsideroare influenced by their
knowledge of the relevant situation.

Behavioural intentioninvolves an individual’s intentions to carry oufferent
behaviours toward the attitude object; this death #he conative component of attitude
(Fishbein & Ajzen 1975).

Valuesmay be seen as deeper or broader than attitudeGuikc (1969:151)
shows that some theorists view opinion, attitudeerest and value as “successive points
along a single continuum” with value being at tleepgest point. Similarly, Oppenheim
(1966) claims that value is at a relatively deeqelen the four levels he identifies. In his
model, belief is shown to be relatively superfici@llowed by attitudes, while value is
shown to be at a deeper level, with personalithatdeepest level. Value and personality
are more embracing and enduring than attitudesl.). Figure 1 below shows these

various levels:
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beliefs

aftitudes

values

personality

Figure 1: Attitude and related concepts levelsp@meim 1966:110).

According to Cooper and McGaugh (1966), value iegphn attitude in which
the attitude object is evaluated or judged by afividual on the basis of the degree to

which it is in harmony with the goals that the widual wants to achieve.

2.3.3 Language attitudes

According to Smit (1996), language attitudes refeattitudes that are exhibited
toward language. Dirven (1991) notes that humamm fattitudes toward language,
because language reveals society’s structuralrpgitspecially the hierarchical nature of
society) and humans form their identity throughglaage (cf. 2.1.2). It is suggested that
language-attitude research should acknowledge dbe that an individual who holds
attitudes belongs to several groups that s/heiftEntvith and that each of these groups
has different structural patterns (Smit 1996).

The theory of language in ethnic-group relatiorfs Zcl) reveals that the place of an
individual in relation to society (where s/he id&es with his/her in-groups and
separates him/herself from out-groups) is vitalalmguage-attitude researcibid.). An
individual's attitudes toward language are learnthdough experience of his/her

environment and these attitudes may change withggsin the individual's experience:
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this shows that language attitudes are influengedther attitudes and other factors such
as context, time and other people involved in thaext (bid.).

These factors are taken into consideration inghidy, in the sense of being analysed
as variables that may influence language attitdes section 4.3). Baker (1992) notes
that age, gender, the type of school attended, re&y influence attitudes toward a
language. In a bilingual or multilingual situatioattitudes toward the higher-status
varieties or languages (for example, English) bexanore favourable with increasing
age, while attitudes toward the lower-status laggsafor example, African languages)
become less favourable (Baker 1992). It is alse@dhah sociolinguistic research that
females have more favourable attitudes toward idjeeln-status varieties while males are
more favourably disposed toward the lower-statugetias (Milroy 1980).

Furthermore, the nature of the secondary schoalt students have attended may
affect attitudes to a language, due to the pecudigrof the “curriculum and extra
curricula activities” that they may have been exubt (Baker 1992:43). The extent to
which these and other possibly relevant variabMisieénce isiXhosa-speaking students’
attitudes toward the relevant LOLT issues have beemsidered in the study. For
instance, the extent to which the context or tlaenimg environment influences isiXhosa-
speaking students’ attitudes toward the LOLT issie®xamined: the attitudes of
isiXhosa-speaking students at Rhodes Universityigsorically white university) are
compared to those of isiXhosa-speaking studentthetUniversity of Fort Hare and
University of the Western Cape (historically blagkiversities). This is done in order to
ascertain whether the students’ attitudes are dneesor whether the different learning
environments have had an influence on their aggudn the next section, the various

types of language attitudes that have been idedtifi the literature are discussed.

2.4 Categories of language attitudes

Four attempts made to classify language attitudessaamined in this section. The
first is that made by Agheyisi and Fishman (197@pwlassify language attitude studies
into three main categories. The first category ime® studies which deal with “language-
oriented or language-directed” attitudédsid:141). This category of study focuses on the
evaluations of a language such as its “smooth avektssounding” nature and so on
(ibid:141). Agheyisi and Fishman (1970:141) note thatlists in the first category may
be classified into two topical subdivisions: (i) ptos dealing with

“classical/standard/official versus modern/non-dead/vernacular varieties” and (ii)
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those dealing with “creoles and pidgins”. The secaategory of language-attitude
research concerns studies that deal with “commumidle stereotyped impressions
toward particular languages or language varietiesiy speakers, functions etcibid:
141). Research in this category looks at the saeipbrtance of languages or language
varieties with particular reference to attitudewdod those who speak the high-status
language varieties versus those who speak diffdoswistatus varieties in multilingual
situations (Agheyisi & Fishman 1970). The thirdegiry deals with language behaviour
emanating from particular attitudes or beliefs. $otopics covered in this area are
language planning and language ubgl().

Cooper and Fishman (1974:6) identify four typetaafjuage attitudes which are:

» attitudes toward a language (such as isiXhosa);

» attitudes toward a feature of a language (suchasyintax of isiXhosa);

» attitudes toward language use (such as the us@&bfasa as LOLT); and

» attitudes toward language as a group marker — aadkiXhosa as the language
of Xhosa peopleilfid:6).

Schmied (1991:164) classifies language attitudediess into three fields, which are:

» attitudes toward certain languages (in this kindeskarch a general evaluation of
language is done which may give rise to stereaype

» attitudes toward varieties of language (studiethis field deal with the norms of
a language); and

» attitudes toward sociolinguistic topics (this inve$ studies dealing with attitudes
toward the use of a particular language in a paeicfield, such as the use of

isiXhosa as LOLT in education, which this studyeimds to explore).

My research seeks to examine isiXkspszaking students’ attitudes toward the
use of languages as LOLT at Rhodes University. Bemmcan be associated with Cooper
and Fishman’s (1974) third category of languagéuatts (attitudes toward language use)
and the third field of language attitudes idendifley Schmied (1991) — attitudes toward
sociolinguistic topics, which involves studies dieglwith attitudes toward the use of a

particular language in a particular domain.
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A further method of classifying language attitside that suggested by Gardener
and Lambert (1972, cited in Baker 1992). They dgpdssnguage attitudes into two
categories: instrumental and integrative. Gardmet leambert (1972) distinguish these
attitudes as part of their study on orientationd arotivations underlying the learning of
a second language. Instrumental attitudes towaldnguage are associated with the
importance and usefulness of a language, as weheslesire to improve one’s social
and economic status in a societyid.). McClelland (1958, 1961, cited in Baker 1992:32)
argues that an instrumental attitude to a languageoften “self-oriented and
individualistic” because the individual interestéd learning a second language is
motivated by what s/he can achieve through knovdeafighe language (such as gaining
better employment and upward social mobility, sde22and 2.1.3).

The integrative attitude to a language is not imliglistic but “social and
interpersonal” in nature (Baker 1992:32). It hagdowith the need to be identified with a
particular language group: people with an integeatttitude toward the learning of a
second language are motivated to learn the langlmgause they want to attach
themselves to the speakers of the language andipate in their cultural activities (cf.
2.1.3).

Research on language attitudes in Africa show ti@dt Africans have positive
instrumental attitudes toward the learning of c@biiuropean languages as second or
foreign languages or using them as LOLT becausthefbenefits associated with the
knowledge of them, while they are attached to tlest languages for integrative
purposes. This shows that a diglossic situatiostexin many countries in Africa: the
European languages are high-status varieties (penfoore functions) and the African

languages are low-status varieties (have limitedtons).

2.5 The place of language attitudes in society

Language-attitude research highlights the sigmifteaof language in society; it
provides information on “social relationships” asldows how language functions as a
group marker (Fasold 1984:158). The importance laihguage as LOLT or as a group
marker can easily be determined by assessing osuriag the attitudes toward that
language. This information is typically obtainedotigh surveys and aims to represent
the views of the people in a democratic manner ¢Bd©92). Knowledge of a group’s
attitudes may help to restore, preserve and prolbadife of a language in the society

(ibid.). Furthermore, language attitudes play an impontale in the educational context;
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attitude is one of the factors that influence tbecomes of language learning (Smit 1996,
Baker 1992). A favourable language attitude enalelamers to make rapid progress in
second language learning, and it is also respanéilblthe retention of competence in a
language (Baker 1992). More importantly languaditsaie research may provide useful
information to help formulate and successfully iempkent language-in-education
policies, as noted by Lewis (1981:262, cited in &ak992):

Any policy for language, especially in the systehreducation, has to take
account of the attitudes of those likely to be et#d. In the long run, no
policy will succeed which does not do one of thtleiegs: conform to the
expressed attitudes of those involved; persuadeethdho express negative
attitudes about the rightness of the policy; okdeaemove the causes of the
disagreement. In any case knowledge about attitislesndamental to the

formulation of a policy as well as to success s$rintplementation.

2.6 Review of language-attitude research in SouthfAca

A review of language-attitude research conductedss all levels of education in
South Africa is presented in this section. Since magearch is on isiXhosa-speaking
students’ attitude toward LOLT issues, attentioriosused on the review of language-
attitude research involving African language-speglkstudents’ attitudes toward the use
of various languages as LOLT in education.

This section begins with a review of languagetadte research conducted during
the apartheid era and the transition period anctlades with research on language
attitudes conducted in the post-1994 democratitiBAtrica.

2.6.1 Research in the apartheid era and transitioperiod

One of the earliest language-attitude studies wcted (during the apartheid era)
on African language speaking students was thatdeldtein (1972). He investigated the
attitudes of 200 African language-speaking mattidents residing in Soweto toward
various issues in societyb{d.). One of the issues examined was that of langudge
learning and teaching in education. In the quest@e the students were asked to choose
the language (Afrikaans, English or vernacularj thay would like their children to use
as LOLT.
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The study revealed that an overwhelming majoritythaf respondents preferred
the use of English as LOLT rather than Afrikaangher African languages. Of the 200
respondents, 177 (88.5%) preferred English as LOLY,(9.5%) chose the African
languages while only 4 (2.0%) preferred Afrikaags.®LT (Edelstein 1972:115). In this
survey respondents were asked to choose only oweidge as LOLT for all levels of
education. There was no provision for them to cboasy kind of bilingual policy, for
example, the use of African languagesl English or Afrikaans as LOLT (Bekker 2002).

The Human Sciences Research Council's (HSRC) lagegattitude research
conducted in 1975 was another attempt made dutiegapartheid era to study the
language attitudes of black South Africans. Thalygtwas conducted on 3,600 black
people between the ages of 15 and 54 (Prinsloo)198i& results revealed that most
respondents preferred African languages as LOLdréches and lower primary schools,
while English was the preferred LOLT in higher pairm and secondary schools. The
research indicated that English was the most aedepOLT chosen for secondary
education. Afrikaans followed English while Africeanguages came lagiid.).

Vorster and Proctor (1976) conducted research thesa-speaking students’
attitudes toward English and Afrikaans in genefidle study employed the Matched-
Guised technique (cf. 3.1.3) and the results rexkahat the subjects had more
favourable attitudes toward English than Afrikaans.

In 1989, language-attitude research was conductdbw-Potgieter and Louw
(2991) in the Western Cape. The study exploredUhwersity of the Western Cape
students’ preferences concerning language planiing.authors employed a simulation
method using questionnaires which were administéoestudents from three language
groups — Afrikaans, English and isiXhosa. Thesédestis were told to imagine that they
were in an imaginary country known as Peka witlkeehdifferent language groups named
King, Spalang and Peki. King represented Englisliciwhivas regarded as a “colonial,
official, modern, international language” spoken dlyout 3 million peopleilfid: 96).
Spalang represented Afrikaans, as it was descurlsedn official and modern language
developed from a colonial language by the goverrnaei spoken by over 5 million
people, while Peki represented isiXhosa, as it 8&n as an indigenous language that
was not used as an official language and not maktrand was spoken by 14 million
people.

Five language policy options were presented tordispondents. These were: (i)

maintenance which involved the retention of Kingl&palang as official languages,
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while Peki retained an unofficial status, (ii) aelisity policy, which entailed the use of
King, Spalang and Peki as official languages, &inity language policy, which referred
to a situation in which only one language (King)clsosen as the official language in
order to unite the people, (iv) a transitionaliigualism policy, which dealt with the
acknowledgement of three languages (King, SpalangReki) as official languages at
the outset, while the government simultaneouslyiped resources for the teaching of
King to everyone in Peka in order that King woultinmately become the sole official
language in the country and (v) a bilingualism laage policy, which referred to a
situation in which two languages, an internatidaalguage (King) and a local language
(Peki) were chosen as official languages. In thiaginary scenario, resources were made
available for the development of Peki so that iildoeventually function as an official
language alongside King, while Spalang was regaadegh unofficial language.

The results indicated that isiXhosa-speaking stigdevould prefer a bilingual
policy of English/isiXhosa as official languages IdDLT (i.e. option v). English and
Afrikaans mother-tongue respondents would prefdivarsity language policy in which
Afrikaans, English and isiXhosa were used as @fitanguages (i.e. option ii). English
was viewed as a language of unity by all the laggugroups because it was seen as a
language that can unite people in a multilingualaion and was also perceived as a
language of international contact. The majoritytlodé respondents did not favour the
policy of maintenance. However, English and Afrikeesspeakers were more positive
about retaining their languages as official langsaitpan the isiXhosa speakers.

Young, Ratcliffe, Boreham, Khiba and Fitzgerald 419 conducted language-
attitude research in Western Cape high schoolsdetwi990 and 1991. The research
project involved three pilot studies that attemptedexamine the ‘popular assumption’
that English might possibly be the only nationaldaage in a democratic South Africa.
The research employed a questionnaire survey methoelicit information on the
attitudes of the respondents. The first pilot stu@s conducted on one 125 Afrikaans-
speaking students in former House of Represensmtetool¥. The subjects of the
second pilot study were 98 isiXhosa-speaking stisden former Department of
Education and Training schools, while the thirdop$tudy which evolved out of the
results of the first and second studies was coeduat two Afrikaans/English dual-

medium former House of Representatives schools.

9 public schools built for “coloured” learners duithe apartheid era.
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The findings of the second pilot study, involving BiXhosa-speaking students,
have direct relevance to the current study. Theltesf this pilot study revealed that the
students had a generally positive attitude towardysng English as a school subject and
using it as LOLT. Forty-three percent (43%) of tlespondents preferred isiXhosa as
LOLT, 23.5% preferred Afrikaans as LOLT, whereasoaarwhelming majority (82.7%)
preferred English as LOLT. However, some of théadents expressed a desire for their
teachers to use isiXhosa to explain difficult Esiglivords and terminology. This shows
that these students preferred a bilingual arrangemewhich their teachers code-switch
to clarify difficult concepts in isiXhosa in order facilitate learning.

It is, however, unclear from the results of thiadst whether the choice of a
bilingual English/isiXhosa LOLT policy was given tbe students. If this choice was
clearly reflected in the questionnaire it might égrevented the contradictions that were
reported in the students’ responses. For exampléy @f the Standard 9 (Grade 11)
students who indicated that they would prefer igi¥d as LOLT also chose English as
LOLT. This gives the impression that these respotedmight have preferred a bilingual
English/isiXhosa LOLT arrangement.

De Klerk and Bosch (1994) report on language-attituesearch conducted in
1993 (during the transition era) in the EasterneCdphe study explored the attitudes of
298 Eastern Cape residents toward the major dffiarmguages of the region: English,
Afrikaans and isiXhosa. Among other things, thedgtinvestigated the respondents’
language preferences in education. The study redefiat English and Afrikaans
speakers preferred to study further in their motbegue, while isiXhosa speakers would
choose to study further in English. The three laggu groups expressed a general
positive attitude toward English; it was the preddrlanguage of learning and teaching in
education and was seen as a language associakesuedess.

During this period, language-attitude research waso conducted in
Grahamstown by Smit (1996). This study investigatégh school students’ attitudes
toward the use of various varieties of English (meottongue, Afrikaans and Black South
African English?) in education as well as the use of other langsiadng with English.
The results of the research showed that the resmbmcccepted that Standard English
should remain as a major LOLT. One-third of thepmeglents accepted that Black South

African English might be used in education in thufe. The study also revealed that the

" variety of English spoken by “black” people in $twéfrica for whom English is an additional langeag
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majority of isiXhosa-speaking students from forrd&T schools would prefer isiXhosa
to be used together with English as LOLT, whileraad number of them preferred
isiXhosa and Afrikaans as LOLT (Smit 1996).

The research conducted during the apartheid erd the transition period)
reveals that the respondents had a generally posittitude toward the use of English as
LOLT because of its instrumental value. Howeveudss that clearly presented the
choice of a bilingual arrangement also showed thatmajority of the subjects were
favourably disposed toward such a bilingual arramg@ mainly for improved
understanding of what is being taught. The nexti@eaeviews the research that was
conducted during the post-apartheid era in ordexstertain whether similar trends are

visible.

2.6.2 Post-apartheid research on language attitudes

Since the inception of democratic rule in Southi@ey several language-attitude
studies have been conducted which examine studetiisides toward LOLT issues in
the context of a democratic constitution and laggupolicy that promotes the equal use
of all the official languages of South Africa aklalels of education. One such study was
conducted by De Klerk (1996), who investigated shid’ attitudes toward the use of
English at Rhodes University, Grahamstown. All stid registering for the 1995
academic year were required to fill in a questidgrenthat elicited information about their
use of and attitudes toward language (De Klerk 19%6e results of the survey on the
preferred LOLT indicated that the majority of th&Xhosa-speaking students were
satisfied with Rhodes University’s policy of usingly English as LOLT. Although this
group of students strongly identified with theindmage, as they were often seen in
groups speaking their language, only a few of ti2&%) would have preferred the use
of English and isiXhosa as dual LOLT at Rhodes,leviid% of the isiXhosa-speaking
students preferred using only English (De Klerk@)Q9

This survey was conducted about eleven years adoattitudes might have
changed. Hence a survey that reveals the currewgusge attitudes of the isiXhosa-
speaking students is important, since Rhodes Usityers committed to developing
isiXhosa into a language that could be used foderéc purposes at the university level
(Rhodes University 2005). The current research &infidl this gap.

Similarly, Chick’s (1998) study of KwaZulu-Natalrtery education students’

attitudes toward the LOLT issue revealed that thvernwhelming majority of the
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respondents were in favour of using only English@&T: only 3.6% of the respondents
chose isiZulu or any other African language as LOLfiere was no option of a bilingual
LOLT policy howevet?.

Language-attitude research, examining the attitudesspeakers of African
languages, was conducted in 1998 by Dyers (199edtniversity of the Western Cape
(UWC). The research explored first and second j@&dhosa-speaking students’ use of
language, attitudes and preferences. It also ilpagetd whether their attitudes remained
stable or changed over time as they studied aretaicted with students from other
language groups at the university. Questionnairesk iaterviews were used to collect
data for the study.

The students expressed a desire that isiXhosa dred &lack South African
Languages (BSALS) be developed to the extent wineng could be used for study at the
university. They felt however, that since BSALs haat yet developed to the extent
where they could be used as LOLT at the univershigt these languages could not
currently be seen as practical substitutes forigngln spite of the fact that the isiXhosa
students recognised the usefulness of their L1 @gokhthat would enable them to
understand their subjects better and improve tpeiformance, they felt that using
isiXhosa (the dominant BSAL of the region) coul@ate conflicts between the different
language groups as it would exclude speakers @&rdémguages and create the kind of
language situation that existed during the apaitbe.

These isiXhosa-speaking students believed thatag wolely the English-only
option that would not cause conflict between tH&edint language groups, because it has
more potential to promote national unity than attyeo language. Hence it was regarded
as the “only safe option” and as the unifying laaggel (Dyers 1999:81).

Some language-attitude research shows that it tsonty African-language
speakingstudentsthat favour the use of English as LOLT in schoadl amiversity but
that their parents also have a similar positivétuate toward English. For instance,
Mhlanga (1995) points out that most African pardmsieve that their children acquire
sufficient knowledge of their L1 at home beforergpto school; hence they are expected
to learn English and use it as LOLT in school. Tietrumental value of English is the
main motivation underlying the general positivatattes toward the use of English as
LOLT.

21t should also be noted that the purpose of theysivas to critique and explore the methodologies
employed.
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De Klerk (2000:87) explored the “experiences artiduates of isiXhosa-speaking
parents who sent their children to English-mediuchosls in Grahamstown”. The
research showed that the positive attitude thaetimarents have toward English (which
motivated them to send their children to Englishdime schools) is based on
instrumental values. They are very interested énsibcio-economic advancement of their
children, to the detriment of maintaining isiXhosad this in turn is leading to language
shift in Grahamstown, especially among the relechiitren.

In 2001, Barkhuizen embarked on a research prdfeadt attempted to bring
learners’ desires into the language planning andicclum development process. He
examined high school students’ perceptions of élaehing and learning of isiXhosa as a
first language as well as the use of isiXhosa as L@ Eastern and Western Cape
schools. The survey employed the questionnaire edetand questionnaires were
administered to 2825 students from 26 schoolserno provinces.

The results show that the majority of the stud€i@t?o) preferred the use of
English as LOLT in all subjects except Bible Stgdiehich they preferred to be taught in
isiXhosa. It appears that one of the reasons whystihdents have negative attitudes
toward isiXhosa is that the variety they are tawumthéchool (regarded as deep isiXhosa)
is different from the one (an urban variety) thpgak with their family and friends.

The choice of English is based on instrumentadars, because English is seen
as the language that would enable them to obtaod gabs when they leave school. Most
of the students believed though that isiXhosa shbel studied in school assabjectfor
integrative purposes. They felt that it was impattas it is the language of their people,
thus indicating that although they were positivevdad English they still wanted to
identify with their in-group. However, some of tsieidents (35%) did choose isiXhosa as
LOLT and Barkhuizen (2001) points out that it woblel useful to ascertain what exactly
these students had in mind in this regard. He sigdethat they probably preferred a
bilingual (English and isiXhosa) LOLT policy of imaction. This issue has been
explored in my research: the students who weretipesioward the use of isiXhosa as
LOLT (for example) were asked in the personal araug interviews to explain what
they had in mind with regard to the possible usisigfhosa at Rhodes University.

Barkhuizen (2001) used only questionnaires in hisysand these provided the
general patterns of the students’ attitudes towhedstudy of isiXhosa and its use as
LOLT. It is noted by Barkhuizen (2001:14) that iepdh interview and participant-

observation methods would have helped to investitja “feelings, interpretations and
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opinions” of learners on an individual basis. Suctdepth individual interviews and
focus-group discussions have formed a core comparfehis research.

Bekker (2002) examined the attitudes of mother gengAfrican-language
speaking students at UNISAtoward the university’'s proposed use of Africangaages
as LOLT. It emerged from the study that there igeaerally positive attitude toward
English due to its instrumental importance as guage that promotes socio-economic
progress in society as well as its function of yini§j people in a multilingual context.

On the other hand, the positive attitudes expresserdrd the use offrican
languages as LOLT at UNISA were based on two factr) instrumental value — the
recognition of the usefulness of African languages a tool to enable students to
understand their subjects better and improve theiformance, and (2) for integrative
reasons — the students’ desire to identify withrtl@guage groups, and also the desire
that their languages be given equal and fair treatme. the same as is given to English
and Afrikaans — the two dominant official languagéshe past regimes.

Similar research was conducted by Dalvit (2004hatUniversity of Fort Hare.
The study investigated the attitudes of isiXhosaagmg students toward the use of their
L1 as LOLT. Most respondents in this study werdawvour of dual-medium instruction
(English and isiXhosa), especially at first-yeawele and in the faculties of Arts,
Education and Social Sciences. There was also ara@én positive attitude toward
English because of its instrumental value. Theardpnts who felt that it was important
to study in isiXhosa expressed both integrative amstrumental attitudes toward
isiXhosa. They wished to identify with their lang@aand culture and they also believed
that the use of isiXhosa alongside English wouldlitate learning. Bekker (2002)’'s
study did not indicate whether the students indifierent fields of study (faculties) at
UNISA exhibited different attitudes toward the LOL3sue. This gap was filled by
Dalvit (2004) who shows that more positive attiticdeward the use of isiXhosa as
LOLT were found in the faculties of Arts, Educatiand Social Sciences than in the
other faculties. Field of study is one of the vhlés examined in the current research (see
4.3).

Dalvit (2004)’s research did not specify which kioflhigh school the isiXhosa-
speaking students at the University of Fort Haré dtéended (for example, former DET,

private or former model C schools). Inclusion afthariable is important because the

13 University of South Africa
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different high schools’ learning environment coulfluence attitudes toward the use of
isiXhosa as LOLT in the university (Baker 1992). isThvariable is given due

consideration in my research, particularly sinceodds University is a historically

English university that attracts both the elite wattended private and former model C
schools as well as those who attended former DEDds. This research will explore
whether or not these different learning environmaemve different influences on the
relevant attitudes of these students.

Another study dealing with language attitudes iat thonducted by Nosilela
(2005), who investigated the attitudes of studemd parents to learning isiXhosa and
using it as LOLT. The study was conducted in vagipamary and high schools in the
Eastern Cape Province. It was obvious from thelt®sbat most students and parents
have negative attitudes toward studying Africangleages or using them as LOLT in
education. Parents want the teachers to teachghsBnn the lower primary classes in
opposition to the language policy that requiresitess to use African languages in the
lower levels and introduce English later. The tesshn the rural and township schools
are thus often put under pressure by parents th tdeeir students in English. Parents
also often place their children in former modeldBaols because they want their children
to learn in English.

The above review of language-attitude researchirdgatith the attitudes of
African language speakers reveals generally pesdititudes toward the use of English
as LOLT across all levels of education. It is adbwious that a small but sizable number
of students would prefer the use of their L1 inaation mostly as part of a bilingual
arrangement vis-a-vis English. These findings camdttributed to the diglossic situation
that exists between English (a high-status languagd the African languages (low-
status languages). It will be interesting to findt avhether those who supported a
bilingual arrangement would prefer a fully-fleddatingual policy or just a partial use of
isiXhosa, such as in using it for the provisiordefinitions of technical terms or its use in
tutorials. This issue is further explored in mydstu

2.7 Summary

The purpose of this chapter was to provide the riteal foundations for the
study. The first section examined the relationsthipt exists between language and
society. The theory of language in ethnic-grouptrehs (Gileset al 1977), explored in

2.1, shows why attitudes are formed toward languag®ciety. It looked at how society
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is structured, the place of an individual in ralatito the society and the related use of
language, all of which gives rise to the formatdhanguage attitudes.

The important role of language planning in genaral language-in-education in
particular was examined in 2.2 as language planairypolicy in South African society
have been contentious issues and have greatlyeimdfed and been influenced by
language attitudes.

Section 2.3 explored the theory of attitudes amduage attitudes. Definitions of
attitudes from the mentalist and the behaviourmintgs of view were provided. The
classification of attitudes into cognitive, affegtiand conative components as well as the
various views (unicomponential versus multicompaiaénregarding these components
was discussed. This section also explored the iogakitip between attitudes and
behaviour. Even though attitudes can often be aetexdd by behaviour, the relationship
between them is often indirect. The meaning of sother concepts related to attitudes
(such as perception, opinion, and belief) and thamtionship to attitudes was shown,
since a clear understanding of the meaning of themecepts provides a better
understanding of the conceptattitude

The fourth section (2.4) looked at attempts madelassify language attitudes.
Gardner and Lambert’'s (1972, cited in Baker 1992psification (instrumental and
integrative attitudes) relates to the motives behime different types of attitudes that
students exhibit toward languages in the secondukage learning context. Schmied
(1991) classifies language attitudes studies ihteet fields: attitudes toward certain
languages, attitudes toward varieties of languawg attitudes toward sociolinguistic
topics. The third field includes studies dealingthwattitudes toward the use of a
particular language in a particular domain. Theppsed study falls into this field
because it examines isiXhosa-speaking studenisiggs toward LOLT issues at Rhodes
University.

Finally, the importance of language-attitude resiean society and in particular
to language-in-education issues was examined. @View of language-attitude research
in South Africa indicated that the majority of Afan language-speaking students have
very positive attitudes toward the use of English.®LT across all levels of education.
However, some of them would prefer a bilingual Estgland African language LOLT
policy. My study will examine whether the attitudetsRhodes University are similar to

those reported on in the language-attitude reseakibwed above.
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The description of the various methods employedréesearching language
attitudes and the reasons for choosing the methsels in this study are presented in the

next chapter.
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Chapter 3

Methodology
3.0 Introduction

This chapter reviews the methodologies employedcinieving the objective of
this study, namely to examine the attitudes of h&i¥a-speaking students toward LOLT
issues at Rhodes University. To this end, a revidwhe various methods used in
researching language attitudes is provided in tre¢ part of this chapter, while the
second part provides a description of the actughous used in the study as well as the

justification for selecting them.

3.1 Methods employed in researching language attities
Both qualitative and quantitative approaches argleyed in social science

research. Qualitative research seeks to examinatthibutes of an object or occurrence
(Schwandt 1997). This form of research employsrhevorder to explain the actions of
humans in a manner that takes into account thesvadwhe respondents and that of the
researcher (Jackson 1995). Analysis from this aggdro involves interpreting
observations (described verbally) in order to pevian in-depth understanding of a
situation and to discern the significance of ameéwe the reasons behind the occurrence
of a phenomenon (Babbie & Mouton 2001, Mwanje 2001)

As noted by Bryman (1988), a vital feature of giagive research is seeing
through the eyes of those being studied and irdéng events from their point of view.
However, a major weakness of this approach isithatnot very easy to determine the
extent to which a researcher can actually preserurate accounts of the respondents’
point of view (bid.). Furthermore, qualitative research may not bly nepresentative of
the larger population because researchers in #riadigm often conduct research on a
particular situation or a small group of individsiah a specific location, hence the
“representativeness of such research is unknowabl¢hat the generalizability of such
findings is unknown” (Bryman 1988:100).

Examples of qualitative research are individuadecatudies and ethnographic
studies. The methods of data collection employedqimlitative research include

participant observation, individual interviews, iscgroup discussions and so on.
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In the quantitative approach, observations aboaotarubehaviours are described
and analysed numerically and statistically (Jack4885). Examples of quantitative
research identified by Bryman (1988) include susyegxperimental studies, structured
observation (in which data from recorded observati@are quantified) and content
analysis (a situation in which the content of mesli@h as newspapers is subjected to
guantitative analysis). Quantitative research d@aausually regarded as more reliable
because of the systematic methods employed inctimi¢ethe data. Quantitative research
is usually more representative than qualitativeaesh and findings are often inferable to
larger populations, that is they adhere to theggie of representativeness through the
use of random selectionb{d.). Thus, there is the option of generalising timlifngs of
research conducted in terms of this approach (Bny®88). Critics of the quantitative
approach believe that the data emanating from gatwe research methods are
superficial. For instance, survey research is sesgproviding ‘surface’ level information
because of the limited contact with the subjectsghef research, such as when malil
guestionnaires are used to collect the déid.}.

From this perspective, qualitative research dagdaregarded as richer and deeper
than quantitative equivalents because of the cohstatact maintained with the subjects
of the research. Such contact enables a resedocégplore a situation in great detail and
provide an in-depth account which will shed mogition the subjects’ viewpoint on the
research issues (Bryman 1988).

A combination of quantitative and qualitative apprbes is therefore often
encouraged in research, as this increases theityatifl the relevant findings of any
research (Bryman 1988). A combination of the twaqrapches leads to greater
confidence in the findings of research, as theseoatained using various methods of
inquiry (ibid.). The application of quantitativeand qualitative methods presents a
“general picture and complete account” of an iseue situation under investigation
(Bryman 1988:140). Such use of different methodsadiecting and analysing data is an
effective way of revealing relationships and ungied patterns which one method may
not easily revealilfid.). Combining quantitative and qualitative approacipeoduces
more trustworthy research and both approaches hemefore, used in collecting and
analysing the data in this study.

With specific reference to the study of languagttuates, Ryan, Giles and
Hewstone (1988:1068) organise the various quaivitand qualitative research

techniques into three fundamental methods, ana thes “analysis of societal treatment
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of language varieties, direct assessment with gquesires or interviews and indirect

assessment” (for example, the matched-guise tegéhiq

3.1.2 Analysis of societal treatment of language xaties

This method involves a content analysis of thettneat that language varieties
and their speakers receive in society. The sotils and the importance attached to
language varieties can be seen from the treatnueatrded to them (Ryaet al. 1988).
The techniques used under this method of analgsisotl require the direct elicitation of
viewpoints or reactions of respondents. The foltayare the techniques associated with
this method:

» observational, participant-observation and ethnglgiastudies;

» demographic and census analysis;

» analysis of government and educational languageipsi

» analysis of literature, government and businessimients, newspapers, and

broadcasting media; and

» analysis of prescriptive language booiksd; 1068).
Some of these techniques are qualitative in ngforeexample, participant-observation,
ethnographic studies, qualitative analysis of doents, books etc.) while others may
exhibit qualities of quantitative research, suchsasictured observation in which the
observation is recorded in harmony with a fixedestthe and in terms of which the data
is quantified; as well as quantitative analysisnefdia content and so on (Bryman 1988).

This method of analysis is not employed in thiglgtbecause the research seeks
to elicit direct viewpoints and reactions that wéleal the attitudes of isiXhosa-speaking
students toward various LOLT issues at Rhodes Usitye Since attitudes toward the
use of English and isiXhosa in a particular cont@ducation) are dealt with in this
study, the direct method of assessing languageides is employed. It is evident from
the literature on language attitudes that the dimesessment method is one of the most
effective methods employed in investigating languadfitudes. The following section

presents a detailed description of this method.
3.1.3 Direct assessment of language attitudes

In the direct method, informants are required eéspond to questionnaire or

interview questions designed to seek their opinems beliefs about a language (Fasold
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1984). Some of the technigues used under this rdeplossess the characteristics of
gualitative research (for example, open-ended tresiire responses and interviews
analysed by interpreting respondents’ viewpointgjlevothers exhibit the qualities of
guantitative research (for example, closed-endedstipnnaire responses that are

guantified and analysed statistically).

3.1.4 The questionnaire

The questionnairds a text containing a series of questions aimed #iing
written information from respondents in a survewliBie & Mouton 2001). It is a useful
instrument for obtaining information when a resbardntends to “gather a large amount
of data at a relatively superficial level and atetatively low cost” (Irwin 2004:7). In
order for the questionnaire to elicit the appragri@sponses needed for a survey, careful
consideration should be given to the content ofstjass, the types and sequence of
qguestions, as well as the wording of the questi@gpenheim 1966). As noted by
Frankfort-Nachmias and Nachmias (1996:251), surgegstions focus attention on
“facts, opinions, attitudes, respondents’ motivatiand their level of familiarity” with
the topic under investigation. Questions used meyts can be divided into two groups
known as “factual questions and questions aboyéestibe experiences’ilfid: 251).

Factual questionsare asked to obtain background information abdg t
respondents. Questions eliciting information abgeihder, age, marital status and the
income of respondents are examples of factual mumsstThey are used to classify
respondents or are analysed as variables that milagnce attitudes. The next series of
guestions are those abosmbjective experiencesnd are often in the form of belief
statements. Such questions deal with respondeglisffy attitudes, feelings and opinions
(ibid.). Such questions arouse respondents’ attitudesrfagainst an issue, and help to
reveal whether the respondents have favourablegative attitudes toward an attitude
object such as a language.

Another way of categorisinguestions identified in the literature is that bedw
closed-endedand open-ended questionsn closed-ended questions, respondents are
presented with a series of options; they are reduio choose answers that best express
their viewpoints. Oppenheim (1966:43) notes thas iteasier and quicker” to answer
closed-ended questions as respondents are noteddaiwrite their responses. Although
this type of question has been criticised for pneveg respondents from freely

expressing their thoughts spontaneously, the resgsoare easy to quantify and analyse
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statistically (Irwin 2004, Oppenheim 1966). As suatiosed-ended questions are
commonly used in quantitative survey questionnaires

Some of the closed-ended question formats idedtllly Frankfort-Nachmias and
Nachmias (1996:258) include the “rating and semngadiiferential” question formats.
These involve various ways of structuring the ‘tasge categories’ of closed-ended
guestionsibid:257). The rating scale is the most popular quedtomat used in surveys
for social science research and this is employeenwhspondents are required to “make
a judgment in terms of sets of ordered categorias”example of this beingtrongly
agree, agree, not sure, disagraedstrongly disagreg¢Frankfort-Nachmias & Nachmias
1996:258). The response categories of questionstrarge quantifiers (for example,
strongly agreg which reflect the intensity of the specific judgent involved ipid.).
Several rating scales have been identified by Agheynd Fishman (1970). Some require
a yes/no response, others require respondentouselirom a 5-point scale (such as the
Likert scale that measures agreement ranging 8tongly agreeo strongly disagree
or a 7-point scale (for example, a semantic difida¢ scale, which is a bipolar scale
containing contrasting adjectives at each end).niurabers that accompany the response
categories signify the intensity of the resporilsil ).

Open-ended questions do not have answer optioashatl to them; hence
respondents are allowed to express their thougbédyf Respondents express their ideas
in their own words and do so spontaneously. Op@e@uestions enable respondents to
reveal some attitudes that the researcher may an bxpected (Agheyisi & Fishman
1970). One of the disadvantages of open-endediqness that respondents may deviate
from a question and may thus provide answers tigahat useful to a researchdsid.).
Moreover, respondents may not provide detailed gh@nswers because of the time and
effort required to write down the answeibid.). As noted by Oppenheim (1966) it is
difficult to answer and analyse open-ended questicBuch questions are more
successfully used in interviews than in questioresabecause it is easier for respondents
to talk at length in an interview than to write ith@ews in questionnaires (Agheyisi &
Fishman 1970).

Sequence of questioriBhe sequence or order in which the questionplaed in
the questionnaire is vital because it may affeet thsponses provided. Two types of
guestion sequences that motivate respondents tadprthe required responses are the
“funnel sequence and the inverted funnel sequefeetnkfort-Nachmias & Nachmias
1996:258). As noted by Oppenheim (1966), the furapgroach starts with very broad
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guestions and gradually narrows down the scopbefjtiestions until they become very
specific. To this end, every successive questianaheelationship with the previous one.
The advantage of this approach is that it enaldepandents to remember and supply
detailed information more effectively which is veargportant in a survey that seeks to
obtain detailed information from the respondentsaifkfort-Nachmias & Nachmias
1996). By contrast, the inverted funnel approaemtstwith narrow questions and then
moves to broader ones. This approach is recommemndesituations in which the
respondents are not motivated to communicate du¢héo lack of interest in or
unfamiliarity with the topicipid.). In such situations, it is advisable to starthwiarrow,
easier questions and progress to broader and rifbeailt questions ipid.).

Question wording:Short, simple and clear words are encouraged irstioure
wording, so that the respondents can understanchéaming of the questions and provide
appropriate answers (Oppenheim 1966). Questionsdimot be too vague; they should
be worded in a manner that encourages specific emssvin order to avoid bias in
guestion wording, double-barrelled questions, legdguestions and threatening or
embarrassing questions should be avoided. Doubrtellesl questions refer to questions
that combine two or more questions in one (Frantkflachmias & Nachmias 1996). It is
suggested that a question should deal with onlypmiet so as to avoid confusing the
respondents (Frazer & Lawley 2000). Leading quasti&re questions which are worded
so that the answers are suggested to the respsndems naturally could bias the
responses. As noted by Frankfort-Nachmias & Nackn{E096), the responses to
embarrassing questions are often biased becaysentents may deny or under-report a
behaviour that seems embarrassing to them.

It is suggested that pilot work be carried out raftee construction of a
guestionnaire and before the actual survey tal@&seplThe information derived from the
responses in the pilot study helps to find morer@mpate wording for questions for the
main study. This is especially important when qoest are borrowed from other
surveys, since the results from the pilot studybéma researcher to adapt the questions to

suit his/her respondents (Oppenheim 1966).

3.1.5 Interviews
In interviews, respondents are required to prowds responses to open-ended
guestions directed to them by the researcher. ddusd be in the form of a face-to-face

encounter or over the telephone. The various strestof interviews identified in the
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literature are: “formal or structured, semi-struetlior focused, and unstructured or non-
directive” interviews (Berg 1998:60). Tistructured interviews guided by an interview
schedule to which the interviewer is expected tictt adhere. The questions are not to
be reworded by the interviewer and they should dé& in the sequence in which they
appear in the interview schedule (Frankfort-NaclmrdaNachmias 1996). This is done
so that the questions have the same meaning fbrreapondent and so that if there are
differences in the responses these can be attdiliatendividual differences among the
respondentsil§id.).

Semi-structured or focused intervieare also guided by a schedule containing
interview questions. The interviewer is, howevermitted to reword the questions or to
ask other questions which are not in the schedudeder to clarify issues or obtain more
information (Berg 1998). This kind of interviewabkaracterised by the following:

» it takes place with respondents known to have beeolved in a particular
experience;

* it refers to situations that have been analyseat poithe interview;

e it proceeds on the basis of an interview guide ifgiag topics related to the
research hypothesis; and

e it is focused on the subjects’ experiences reggrtle situation under study
(Frankfort-Nachmias & Nachmias 1996:234).

The respondents in semi-structured interviews arengthe freedom to express
their views on a topic, despite the fact that istsictured and guided by an interview
schedule. This form of interview provides the imtewer with an opportunity to
experience the “personal reactions and specifictiems}’ of respondentsiyid: 235).

The unstructured intervievis a flexible interview situation. The interviewdoes
not use a schedule to ask questions because sheoeprepared set of questions to guide
the discussion. In this form of interview, the resgents are persuaded to relate their
experiences and describe any event that they $ewhportant relating to the topic of
discussion as well as to freely express their opiiand attitudes as they deem fit
(Frankfort-Nachmias & Nachmias 1996). In order floe interviewer to obtain detailed
information to meet the objective of the study,olping’ is employed to motivate the
respondents to provide reasons for any views tloéy ds well as to focus the discussion

on the particular topic of the intervievbid:241).
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According to David and Sutton (2004), qualitatresearch is often characterised
by the use of semi-structured and unstructurechir@s. Moreover, an interview can be
held with an individual (individual interview) or group of people (focus group
interview). Anindividual interviewis a ‘one-to-one’ encounter between the interviewer
and interviewee (David & Sutton 2004:87). The imtewer has more control over an
individual interview interaction and collects maraderly data than in a group interview
(Morgan 1988). Furthermore, some interviewees mayniore honest and feel more
comfortable in expressing their opinions on somesk&e topics in private with an
interviewer than in a group setting (Morgan 1988¢cording to Berg (1998:104), a
researcher obtains “more detailed content inforomdtiin individual interviews than
focus group interviews. On the other hand, indigidinterviews do not provide the
opportunity for observing interaction which oftempgplies interesting details about the
different experiences, opinions and attitudes @& tBspondents. Such detail is often
obtained in focus group interviewbig.).

The focus group interviewencourages debate and discussion among the
respondents in relation to a specific topic (Mwaz®1). As noted by Patton (1990:335)
it is an interview situation with a ‘small group @eople’ who freely engage in a
discussion on a given topic. The interaction thkes place during a group interview may
lead to respondents producing spontaneous respeviiel may be prompted by the
responses of other participants in the group (Mor@888). Focus group discussion
usually takes place among six to twelve respondestscted by a researcher. The
discussion may be moderated by a researcher airedr group leader who initiates the
topic for discussion (De Vos 1998, Neuman 2000)e Thoderator is expected to be
flexible, to ensure that the respondents do notatievrom the topic and to motivate all
of them to participate equally (Neuman 2000). Foarsup interviews provide
respondents with the opportunity to examine thain wiewpoints in the context of the
viewpoints of their peers (Patton 1990). The reteeaof the focus group interview is
further highlighted by Terre-Blanche & Durrheim @E9 304):

In interviewing an individual we develop an undargting of subjective
experience, when we work with groups we can gaitesg to
intersubjective experience ... experience that iseshay a community of
people. In accessing intersubjective experienceutiir interviewing, we

also gain access to understanding differences eetweople whom we
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might previously have thought of as an homogenegrosip — in other

words, the ways in which they do not share a combase of experience.

Hence, this technique often generates rich and deeptative data. One of the
weaknesses of the focus group interview, howeverthat some respondents may
dominate others. Therefore, it is better that peagl similar backgrounds be brought

together in order to allow for equal participatiarfocus group discussions.

3.1.6 Indirect assessment of language attitudes

In this approach respondents do not know that fheiguage attitudes are being
examined (Fasold 1984). The Matched-Guised TecleniflGT) is a popular example of
indirect assessment of language attitudes. Accgrdiin Fasold (1984), in the MGT,
bilinguals are asked to read passages in two |l@@gugfor example, English and
Afrikaans) and they are tape-recorded as they dolke tape-recorded readings are
arranged in a manner that the identity of the spesaiwould not be easily identified by
listeners. The listeners who serve as judges arallysbilinguals from the same speech
community as the speakers. These judges evaluae sfieakers’ “intelligence,
dependability, self-confidence, social class, gainédeability” etc. based on the recorded
passages (Lambert, Hodgson, Gardner, & Fillenba@®®:14). Very often the one guise
(for example English) of a speaker generates diffeevaluations than the other guise
(for example isiXhosa) of the same speaker.

This method has been criticised for not adequatgaling the attitudes of the
informants; rather it stirs up “intergroup sterguay” (Edwards 1994, Smit 1996:47).
According to Agheyisi and Fishman (1970:146), th&Mis used to “measure group
evaluation reactions to particular languages orietias and their representative
speakers”. This current study is not focusing oicitelg the attitudes of isiXhosa-
speaking students toward isiXhosa and English whdae or toward their speakers, but
toward the use of these languages in a particaategt. Therefore, this method is not
employed in this research. Rather, the direct mietfguestionnaire and interviews)
which enables respondents to express their corseaittitudes toward particular issues is

used to achieve the goals of this research.
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3.2 Application of methodologies

This section describes how some of the methodetodiscussed in the first part
of this chapter have been applied in this study, @lso provides justification for using
them.

Both quantitative andualitative approaches were used in gathering aatysing
the data as the combination of qualitative and tjizdive approaches increases the
validity of the findings of any research (BrymarB889. The data was gathered as a result
of a survey that employed a questionnaire andvi@es (semi-structured individual and
focus group interviews) in order to obtain attitadthat the respondents express

consciously.

3.2.1 Quantitative methods (questionnaire)

The questionnaire (see Appendix 1) used in thiglysiuas modelled on those
used for language-attitude studies conducted ansiecy schools (Barkhuizen 2001) and
tertiary institutions (Dyers 1999, Bekker 2002, ia2004) in South Africa (cf. 2.6.2 and
3.1.4). Moreover, | developed some questions basedhe information contained in
Rhodes University’s language policy relating to thdvancement of “the academic
viability and status of isiXhosa” (Rhodes Univeysf005:2). The first section of the
guestionnaire contains factual questions aimed kahiming background information
about the respondents (cf. 3.1.4). The questionghisa section attempt to seek
information about age, gender, the category of iptesvschool attended, year of study,
courses studied and the faculties that the respsthelong to. The information obtained
from the factual questions was used to classifyréispondents. They were also analysed
as variables that may influence language attitufleese variables were chosen because
they have been identified in the literature asdectwhich often influence language
attitudes (cf. 2.3.3). As mentioned in section it.% one of the goals of this research to
explore how these variables influence the attitudessiXhosa-speaking students at
Rhodes University toward LOLT issues.

The other sections of the questionnaire mostlyaiartelief statements designed
to elicit the attitudes or subjective experiencéshe respondents (Oppenheim 1966,
Frankfort-Nachmias & Nachmias 1996). The beliefesteents in these sections consist of
closed-ended Likert scale and multiple-choice ite@ksed-ended “questions” have
been chosen for the questionnaire because it isrdas respondents to answer them and

the responses are easy to quantify and analysstistdty (Irwin 2004, Oppenheim 1966,
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cf. 3.1.4). The use of this method also enablegsearcher to gather representative
guantitative data.

The funnel sequence of questions (cf. 3.1.4) isl irsehis survey’s questionnaire
and interview schedule. This approach is choseausecof its advantage of helping the
respondents to remember and provide detailed irdgbam. Another reason for the choice
of the funnel sequence of questions is that the T@Gisues referred to by the questions
are common topics for debate in South Africa, ameststudents are familiar with the
topics and likely to be interested in them.

The questionnaire was translated into isiXhosa bWaster's student (who
handles translation work) in the isiXhosa langudgpartment at Rhodes University and
some corrections were made to it by a part-timdutec in the department. This
translation was included in order to provide thepmndents with an opportunity to use
the language of their choice.

After the construction of the questionnaire, it vpast-tested on a small group of
students. The pilot study was conducted in Aug@§t62on a group of thirteen students
from the Extended Studies Progranifnat Rhodes University. These students were
mother-tongue speakers of isiXhosa; they were raltheir first year of study in the
Faculty of Humanities. A group of students from thdended Studies Programme was
chosen for the pilot study because the majority tkém were from formerly
disadvantaged schools with comparatively low Egéisademic literacy. Hence, it was
deemed important to ascertain if they understooe tblevant questions before
conducting the actual survey since if they didntitewas highly likely that the broader
student population would too.

The questionnaire (written in English and isiXhos#&s administered to the
isiXhosa-speaking students in a language classraath they used the first fifteen
minutes of the period to fill in the questionnaifde two versions of the questionnaire
were presented to the students and they were eageaito choose the language that they
were more comfortable with. Seven students (fivéesiand two females) filled in the
English version of the questionnaire while sixlwm (four females and two males) filled

in the isiXhosa version. The students indicated i@y understood the questions except

14 The Extended Studies Programmes are extendeddurri programmes (4 years for a degree) designed
to help South African second language speakersngligh who have the potential to be successful at
university but may not meet the requirements fdragmte into their preferred faculties (Extendeddiis
Unit 2006).
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for two of the initial factual questions. These sfiens were reworded for the main
survey.

Five hundred questionnaires (written in English &ighosa) were administered
to isiXhosa-speaking students (who number 715 doogrto Rhodes 2006 data) in all
the faculties at Rhodes University toward the eh&aptember and October 2006. Five
hundred questionnaires were distributed in orderech many students, increase the
response rate and guarantee representivity. Irr ¢odensure that the respondents were
given adequate opportunity to use the languagbeif thoice, 250 of the questionnaires
had the English version first followed by the isbda translation, while the remaining
250 had the isiXhosa version first followed by tBeglish. Furthermore, each of the
guestionnaires had a cover page which containedtaoduction (written in both English
and isiXhosa) explaining the purpose of the redeamd the page numbers of each
version of the questionnaire. Hence, the introductlearly directed the respondents to
the pages of the questionnaire where they couldl éither the English or the isiXhosa
version. These questionnaires were handed out malgdo students.

Before the distribution of the questionnaire comoeeh requests were made to
some Deans, Heads of Department and coordinatopsogframmes for permission to
administer the questionnaire to their students alhdhe requests were granted. The
guestionnaire was administered across all fieldstwdy and across all levels of study to
make the study as representative as possible.

Most of the questionnaires were administered tghissa-speaking students in
classrooms and tutorials by the tutors or studéntghermore, | personally administered
some of the questionnaires to students in classsoamere the lecturers allowed me to do
so, either before or after lectures. Some of tbaters even allowed me to use the first
fifteen minutes of their lecture time to administee questionnaire and collect the filled
in copies. | had a 100% return or response raseiéh classrooms and about 40 — 60% in
classrooms where the questionnaires were admiedsterstudents after lectures, as some
of the students left without filling in the questimire or they promised to bring it to the
next lecture but failed to do so. In one of theufes, tutors were used to distribute the
guestionnaire to students in tutorials and themese rate was very low. As a result, |
elicited the help of students in various levelghat faculty to assist in distributing the
guestionnaire to their classmates. This helpedchtoease the response rate from that

faculty.
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According to Frankfort-Nachmias and Nachmias (1998 of the methods of
increasing a response rate is by following up cspoadents through phone calls or
emalils. A series of phone calls were thus madecamails were sent to remind particular
respondents as well as tutors and students whetedsine in the distribution of the
guestionnaire. This increased the response rateelis At the end of the survey, 268
guestionnaires had been filled in and returned, 5#%he original number (500)
distributed. This represents 37% of the isiXhosaagmg student population at Rhodes
University in 2006. As noted by Babbie (1989), &bfesponse rate is a satisfactory one.

The questionnaire was analysed using percentamesscmean values and the
Chi-square test, which helped to provide insight e attitudes of the subjects as well
as the links between these attitudes and the \sviatables mentioned earlier (cf. 2.3.3),
the Chi-square test being used to determine whétleedifferences between mean values
were significant (Startup & Whittaker 1982). In erdo determine whether the observed
differences in the Chi-square test results weraifstgnt or not, the standard method
used in most social sciences was employed in tegard. Results in which the
probability values (p) wereg 0.05 were regarded as borderline statisticallyiant,
those with probability values &f 0.01 level were viewed as significant, while theuits
that had probability values &f 0.005 or< 0.001 were regarded as highly statistically
significant (Statsoft 2007). Appendix 3 presentsailie of the Chi-square test results,
including percentages of row counts, Chi-squar@iesl degrees of freedom (DF) and

probability values (P-values).

3.2.2 Qualitative methods (interviews)

The analysis of the questionnaire survey results fwhowed by recorded semi-
structured in-depth individual interviews and fogusup interviews. The semi-structured
interview was used in this study because of thecgire and flexibility involved in this
form of interview. It also yields in-depth data.

The individual interviews involved 20 respondentsiles the focus group
interviews involved two groups of eight and fouudsnts each. The focus group
interviews involved students who had a similar sding background in order to
encourage equal participation. The first group cosep eight students from formerly
disadvantaged DET schools while the second groupmade up of four students from
previously advantaged Model C schools. Each of greups had a balanced

representation of male and female respondents espmbndents were from different age
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groups, faculties and levels of study. The respotedeho participated in the individual
and focus group interviews were randomly chosewrq@ing to the variables — age,
gender, schooling background, level of study arallfg) from among those who had
indicated their willingness (in the questionnair@spartake in a follow-up interview.

The respondents were given appropriate informagioout the usefulness of the
research before the interviews. This was done deroto motivate them to participate
fully in the interviews (Terre-Blanche, DurrheimRainter 2006, Frankfort-Nachmias &
Nachmias 1996). The open-ended questions (see App2hthat were used during this
stage enabled the students to freely express ohair beliefs and attitudes toward the
LOLT issues.

The interview questions were pilot-tested on fivedaded Studies students who
filled in the pilot study questionnaire and volwered to participate in the follow-up
interviews. An individual and a focus group intewi were conducted. The first
interview was an individual interview held with anfiale respondent while the second
interview was a focus group interview held with 4lenstudents. Female respondents
were contacted for a pilot group interview butéddilto make the appointment. After the
pilot interviews were conducted and analysed sofrtbeoquestions were reworded and
additional ones were added to the interview scheedul

An interview schedule containing 13 open-ended tipres was used for the main
research and the schedule was adhered to. Howsoere questions were reworded
during the interviews (such as questions 7, 10 &B)din order to provide a clearer
understanding of some of the terms used in thosstiuns. This was done especially for
some respondents hailing from former DET schools did not understand some of the
guestions completely. The isiXhosa-related and iEhgklated interview questions were
alternated in the schedule so that the answer ¢oquestion had as little influence as
possible on the next one (see Appendix 2).

Furthermore, some additional questions were usecrtompt some of the
respondents to elaborate on their answers or tofyclaome issues. Some of the
interviews were held in the respondents’ rooms evbihers were held in a quiet part of
the library basement at Rhodes University. Therueees were asked to choose
locations where they would want the interviews t held and the above-mentioned
places were chosen on this basis. This was dotteasthe interviews could be conducted

in “an informal and relaxed atmosphere” (Frankfdgtehmias & Nachmias 1996:240).
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The majority of the interviewees expressed thenesefreely because they saw
me as a black person who was interested in researaterning the development of an
African language. During the interview | tried tamtain ‘rapport’ {bid: 240) with the
interviewees. For instance, some of the respondentsformerly disadvantaged schools
who would like the use of isiXhosa as LOLT at Rhedmiversity bitterly expressed the
difficulties and frustration they experience inngsionly English as LOLT at Rhodes. |
tried to assure them that they were not aloneigal most second language speakers of
English from disadvantaged backgrounds also expegisuch difficulties in using it as
LOLT and that | understood their frustration ageond language speaker of English too.
| believe that this rapport encouraged many of therfreely express their thoughts on
the issue.

During the focus group interviews some rules fau® group participants were

adhered to:

» only one person should speak at a time;

» allow others to speak; and

» respect the right of others to express the viewsale not yours (David &
Sutton 2004:97).

The participants were told to speak in turns sottiey could all have equal participation.
However, three of the participants (two females and male) in the DET group tried to
dominate the discussion and would sometimes deWiate the topic, so efforts were
made to bring them back to the topics as well atttfully appeal to them to allow
others to speak. The individual interviews and ®aogroup discussions supplied
important qualitative data on students’ attituddsclv the questionnaires did not fully
reveal (Irwin 2004). This issue is discussed irailét the summary and interpretation of
findings presented in chapter 4.

Qualitative methods were used to analyse the data the personal interviews
and focus group discussions. Summaries of thevietes were constructed and the
general themes in the data were also classifiedii§D& Sutton 2004). Moreover,
interpretations of the beliefs and attitudes exg@dsn the personal and group interviews
were provided and an attempt was made to find evhepatterns in the data. This

provided support for some trends in the quanti¢atiata.
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A guestionnaire, individual and focus group intews were used in this study in
order to obtain in-depth information on the kind atitudes that isiXhosa-speaking
students hold toward various LOLT issues at Rhddeisversity as well as to provide
adequate opportunity for the triangulation of tleadand to increase the validity of the
findings of the research (Frankfort-Nachmias & Na@s 1996).

3.3 Summary

This chapter has explored the methodology emplageathieving the objective
of the study, namely to examine the attitudes iXhesa-speaking students toward the
various LOLT issues at Rhodes University. The foait of the chapter (3.1) reviews the
various methods employed in quantitative and cataf¢ research as well as the strength
and weaknesses of the quantitative and the queditaapproaches. The benefits
associated with the combination of both approachegsearch are also highlighted in
this part of the chapter.

The second section (3.2) provides the reasondéoselection of the quantitative
method (questionnaire) and qualitative method (urevs) used in the study and further
discusses how these methods were applied to acthie\goals of the research.

In the next chapter, | present the summary andgre&ation of the results of the

study.
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Chapter 4

Summary and interpretation of results

4.0 Introduction

This chapter presents a synopsis of an interpoetatif the results of the
guestionnaire responses and the interviews condlirctiie research. Data relating to the
factual questions (see Appendix 1) and other backgt information of the respondents
are provided in the first part of the chapter (4Adetailed though selective analysis of
the main questionnaire and interview responsesat dvith in the second part (4.2),
while the last part (4.3) focuses specifically tie impact of various variables on the
reported language attitudes (cf. 2.4). At variolae@s a comparison of the results of this

study with those of others conducted at South Afrianiversities is provided.

4.1 Factual and background information
This section presents an analysis of the respotsethe factual questions

contained in the questionnaire as well as relatatdround information.

4.1.1 The questionnaire respondents

Two hundred and sixty-eight questionnaires (53%theforiginal 500 were filled
in and returned (cf. 3.2.1). As indicated in Fig@réelow, 23% of the students filled in
the isiXhosa version of the questionnaire while 7fil%éd in the English version. This
indicates that the majority of the students wereemcomfortable with English than
isiXhosa, at least in the context of filling outjaestionnaire.

Figure 2: Language of questionnaire filled in by sidents

77% O English
Wisixhosa

58



As indicated in Figure 3 below, 54% of the respanislevere between 17 and 20
years old, 23% were between 21 and 25 years oldrersg who were 26 years and older
constituted the other 23% of the population.

Figure 3: Age categories of the respondents
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23%

The male respondents in the survey comprised 40¥%edotal while the females
constituted 60% (see Figure 4 below). These peagestare representative of the real
proportions of gender at Rhodes University. Theversity’s data for 2006 revealed that
the number of isiXhosa-speaking male students Wag£20% of the student population),
while female students numbered 424 (60% of theestugopulation).

Figure 4: Gender
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60%

@ Male
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The majority of the respondents (74%) had attenfitecher Department of
Education and Training (DET) schools before comingRhodes University, 21% had
been to former Model C schools (cf. 1.2), 4% haednated Private schools while only 1%
had been to former House of Representatives sckid@®). There were no respondents
from former House of Delegates schddl$rivate and Model C schools are conflated in
future analysis into one category: previously adeged schools (PA). The responses of
the students who went to former HOR schools werdlai to those of Private and Model

15 Schools built for Indian learners during the alpaid era.
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C schools and have thus also been included in AhgrBup. Figure 5 below shows the
proportion of respondents from these schools.

Figure 5: Schooling background
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Most of the students (64%) came into early conffae-school and lower primary
school) with English as LOLT, 22% at preschool a0 at lower primary school
(grades 1-3). Twenty-two percent (22%) claimed tiety started using English as
LOLT at higher primary school (grades 4-7), 11%tsthusing English as LOLT at high
school while 3% came into contact with English &3LI at Rhodes University. These
various levels of education are abbreviated avd!in Figure 6 below: pre-school
(PRESCH), lower primary school (LPSCH), higher mimn school (HPSCH), high
school (HSCH) and Rhodes University (RU).

Figure 6: First contact with English a LOLT
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More females (69%) came into early contact with IBhgthan males (51%).
Moreover, more of the Private and former Model Gasxt (these schools are previously
advantaged) respondents (85%) started using Engélsly in their education than the
respondents from former DET schools (53%). Fortyesepercent (47%) of former DET
respondents came into late contact with Englishiméhigher primary school and high

school. The younger students started using Enghsler than the older students; 66% of
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the younger students (17-20 year old), 59% of thogbe 21 to 25 age category and
53% of those 26 years and older claimed that tlaeyecinto early contact with English.

As far as the level of study of the respondents eaaxcerned, 47% of the students
were in their first year, 25% in their second yeahjle 16% were third year students.
The postgraduate students (Honours, Masters and) RioDstituted 12% of the
respondents. Again, these proportions are closectiefns of the distribution of isiXhosa-
speaking students across the various levels ofysatidRhodes University: the highest
proportion of isiXhosa-speaking students was ist fpear, followed by second year, third
year and postgraduate respectively. In Figure ®@vinethe various levels of study are
represented as: year 1 (YR1), year 2 (YR2), ye&¥R3), Honours (HON), Masters
(MA/MSc) and doctoral studies as PhD.

Figure 7: Level of study
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The respondents were from all six faculties at FRIsotUniversity. The graph
below (Figure 8) shows the percentage distributiorespondents across faculties.

Figure 8: Faculties of respondents
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Rhodes University data showed that 30% of isiXhgs@aking students were in
the Commerce (Com.) faculty, while 26% were in Eation (Edu.). Humanities (Hum.)

had 24% of isiXhosa-speaking students, 1% of tistgdents were in the Law faculty,
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4% belonged to the faculty of Pharmacy (Pharm.)jentine Science (Sci.) faculty had

12% of the isiXhosa-speaking students. Hence,abisous that the data for this research
closely matched the actual distribution of isiXhegeaking students across faculties at
Rhodes University. On the whole, it is obvious ttiet sample is a fairly representative

one. The abbreviated forms of these faculties seel in the graph above.

4.1.2 The interview respondents

Thirty-two respondents from both previously adeged schools (Model C and
Private schools) and historically disadvantagedslish(former DET), various faculties,
levels of study, genders and different age grougdigipated in the semi-structured
individual and focus group follow-up interviews .(c8.2.2). Twenty interviewees
participated in the individual interviews, whiledive respondents took part in the focus
group interviews. The respondents who participatethe individual and focus group
interviews were randomly chosen from among those hdd indicated their willingness
(in the questionnaire) to partake in a follow-ufemiew.

As indicated in 3.2.2, focus group interviews wéred with two groups of
respondents. The first of these was conducted aight interviewees (four males and
four females) from former DET schools and the sdciomerview was done with four
respondents (two males and two females) from fomael C schools.

Age categories of the interviewedsighteen of the interviewees were between
17-20 years old, nine of them belonged to the 2ly&fs age group, while five of the
interviewees were 26 years and above. This is aimid the age distribution of the
respondents of the questionnaire (see section)4.1.1

Gender Fifteen males and seventeen females took paneimterviews.

Schooling backgroundiwelve of the students were from previously adagad
(PA) schools, while twenty came from former DET @als. The interviewees from PA
schools were from an English only LOLT environmamnid they had come into early
contact with English (pre-school and lower primaghool). On the other hand, former
DET students came mostly from a bilingual (Englestd isiXhosa) LOLT learning
environment. Some of them came into contact withliEh as LOLT in lower primary
school, while others started using English in higbréamary school.

Level of studyElevenfirst year students participated in the intervienise were
in second year, third year students were four, evieight of the interviewees were

postgraduate students.
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Faculty. Interviewees came from the six faculties andfti®wing provides the
distribution of these students: Commerce — 5, BEiluta- 2, Humanities — 8, Law — 4,
Pharmacy — 3 and Science — 10.

These interviewees were motivated to come to Rhabhégersity because of the
university’s high standard of education, the pealoess of Grahamstown as opposed to
the fast pace of life in bigger cities (for exampl®hannesburg), the good sporting
facilities at Rhodes University and the proximity the university to some of the
students. The names of the interviewees have et bsed, as some of them indicated a

wish to remain anonymous.

4.2. Summary and interpretation of the main results

The analysis and discussion of the main questioerand interview results are
dealt with in this section. Following Dyers (19980d Dalvit (2004), these questions
were analysed according to various topics. Secdohl examines the students’
assessment of their competencies in isiXhosa agtdbn Sections 4.2.2 to 4.2.5 explore
the students’ attitudes toward the use of EnglighiaiXhosa in education, while section
4.3 focuses specifically on the various variablage( gender, schooling background,
level of study and field of study) and their infhee on the language attitudes.

Questionnaire analysisThe questionnaire consists of 29 belief statements
guestions, 17 of which are Likert scale and 12 lsiichv are in multiple-choice format (see
Appendix 1). The overall attitudes of the studemse analysed using simple percentage
scores for the various response categories, whderdle of the various variables was
analysed using the mean values of the differentpsydulations (for example, male
versus female) and in many cases a Chi-squarentiest) was used to determine whether
the differences between the means were signifi¢eint3.2.1). Chi-square tests were
performed for questions 1-20 where the student® w#owed to choose one option.
However, this was not done for questions 21-29 Umxthe respondents were allowed to
choose more than one option in these questionsh Bation was considered as a
guestion by the software programme used to corntiecsignificance tests and this meant
that about 45 items would need to be analysedniesd five variables, instead of just 9.
Only percentages were thus used for the analysjis@ftions 21-29.

Analysis of interviewsAs noted in chapter 3 (section 3.2.2), an interview
schedule containing 13 open-ended questions wakfas¢he research and the schedule

was adhered to (see Appendix 2). However, sometigneswere reworded during the
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interviews (such as questions 7, 10 and 13) to lenatclearer understanding of some
terms used in those questions. Qualitative metheie used to analyse the data from the
individual and focus group interviews (cf. 3.2.8ummaries and interpretations of the
beliefs and attitudes expressed in the intervieesewprovided and an attempt was made
to find coherent patterns in the data. This pradideipport for some trends in the
guantitative data.

Questions 1-5 of the interview schedule are &ajuestions asked to obtain
background information about the interviewees dmay thave been dealt with in section
4.1.2 above. The next section presents an analysiespondents’ assessment of their

language competencies using data from both thetiquneaire survey and interviews.

4.2.1 Assessment of language competence

This section of the results provides an analysistoflents’ self-assessments of
their proficiency in isiXhosa and English in bothet questionnaire and interview
responses. The summary and interpretations of nsggoto questionnaire belief
statements 1 and 2 (Likert scale, see Appendixrilhe questionnaire) and interview
guestions 8 and 9 (see Appendix 2 for the scheafulgerview questions) are presented
here.

The response categories of the Likert-scale bstaEments wergtrongly agree,
agree, not sure, disagreendstrongly disagreend have been abbreviated34, A, NS,

D andSDin the graphs belowwWhere applicablestrongly agreeand agree have been
‘grouped together’ (as for example, in Dyers 1999:#h the analysis to indicate a
positive attitude toward a belief statement, wiidisagreeand strongly disagreehave
been grouped together to indicate a negative d#tit@ften the total percentage responses
(i.e. the number of responses in each responsgargjedo not add up to 100% because
of the rounding up of figures.

Although an initial overview graph for each bel@htement is always included,
only graphs of demographic variables with the nsagtificantChi-square test results are
provided. The graphs of demographic variables dbhave actual percentage scores
because the inclusion of these percentages madgapbs to appear untidy. As noted in
3.2.1, results in which the probability values (p@re less than or equal to 0.05 are
regarded as borderline statistically significahipste with probability values of 0.01

were viewed as significant, while the results thad probability values of 0.005 were
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regarded as highly statistically significant (Stétt2007). The full Chi-square test results
for belief statements 1-20 are provided in Apper3dix

Belief statement 1 My isiXhosa is good enough to study in at universit

Figure 9.1: Overview Figure 9.2: Age
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The majority of the students (67%) positively ewabd their proficiency in
isiXhosa which indicated that they had high levelsconfidence in using isiXhosa as
LOLT at the university. Fifteen percent (15%) oént were not sure about their level of
proficiency, while 18% negatively evaluated thefitiency in isiXhosa (see Figure 9.1
above).

The older students were more confident about tbempetence in the use of
isiXhosa at the university level than the youngeidents. The relevant Chi-square test
reveals highly statistically significant (p = 0.Q0@ifferences in the responses of the
different age groups. The most obvious differersceeen in thetrongly agreeaesponse
category (see Figure 9.2 above and Appendix 3}y-Bdven percent (57%) of 26+
respondents were very positive about their praficyein isiXhosa as opposed to 35% of
21-25 year olds and 31% of 17—-20 years respondEmesyoungest group of respondents
(17-20 years) had the highest proportion of studeaitto were not very confident about
their level of competence in isiXhosa.

Unsurprisingly, the analysis at various levels nfdy reveals results similar to
that of the age categories above. The respondetiie &igher levels of study were more
positive in the assessment of their competencéenuse of isiXhosa than those at the
lower levels of study. The differences betweenrémponses of the different levels are
very significant (p = 0.002).

The respondents from former DET Schools seemedetonbre confident than

those from PA schools in their use of isiXhosa @.L. The Chi-square test shows that

66



the differences between the responses of the DEI RA respondents are very
significant (p = 0.004). Seventy percent (70%) oiiier DET respondents positively
evaluated themselves, while 53% of the PA studdittsso. Furthermore, 30% of PA
students felt that they were not proficient in iso$a, while only 15% of the former DET
respondents felt this way (see Appendix 3 — Chasguesults).

The males were more confident than the female4; @fthe males as opposed to
59% of the females were confident about their preficy in the use of isiXhosa in
education, while 14% of males and 23% of femalesewmt confident. The differences
between the male and female responses are maygsmgtificant (p = 0.050).

At faculty level, most of the respondents evaldatbemselves positively.
Pharmacy, Education and Law respondents were moséiye about their level of
isiXhosa proficiency than respondents from otheulgées. However, the Chi-square test
result reveals that the differences in the resporfethe various faculties are not
significant (p = 0.188). Reasons for the obseniffdrénces across the various variables
are provided in 4.3.

Belief statement 2 My English is good enough to cope with univerditglies.

The majority (92%) of the students were confiddmba their English language
competence (see Figure 10.1 below). Again the mdiffees between the responses of
DET and PA respondents are highly significant (9.600). It is worth noting here that
75% of the PA respondents strongly agreed that tBeglish is good enough to cope
with university studies as opposed to 32% of thd BERidents who strongly agreed with
this statement (see Figure 10.2 below).

Figure 10.1: Overview Figure 10.2: Schooling background
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This shows that the PA respondents who came franordy English LOLT
environment were very confident about their prefay in English. The majority of the

students across the different levels of study p@djt evaluated their English language
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competence. As shown by the Chi-square test répuit 0.002), a highly significant
difference exists across the various levels ofystlthese can be seen in thgongly
agreeandagreeresponse categories. Forty percent (40%) of yiestr respondents, 44%
of second years, 61% of third years and 41% ofgpadtiate students strongly agreed
that their English is good enough to cope with arsity studies, while 50% of first year
students, 49% of second years, 30% of third yeaas5d % of postgraduate respondents
agreed with this idea. This result shows that kel tyear students were more confident
about their level of proficiency in English thanhet levels. Dyers’ (1999) study
conducted on first and second year isiXhosa-spgagindents at the University of the
Western Cape reveals that the second year studenésa bit more positive about their
English competence than the first year studentgwpartly confirms the findings of this
current study.

The differences in the responses of male and femedpondents are not
significant (p = 0.128) with regard to this questidVith respect to the age variable, there
was a generally positive assessment of Englishigieoty across the various groups. The
younger generation of students were slightly moomfident about their English
proficiency than the older generation who, as se@uestion 1, evaluated their isiXhosa
proficiency more positively than the younger studerlowever, the observed differences
are not significant (p = 0.129).

A similar positive assessment is seen in the siistleesponses across the various
faculties. The Law faculty had the lowest propartiof respondents who positively
evaluated their competence and the highest prapodi respondents who were not sure
about their level of English language competenca. te other hand, Humanities,
Commerce, and Pharmacy had a high proportion afesits who strongly agreed that
their English language is good enough to cope witlversity studies. The differences
observed are however not significant (p = 0.099).

In what follows | present summaries of responsestrview questions 8 and 9

both dealing with assessment of English competence.

Interview question 8: Do you think that your English is good enough t@eavith

university studies?

The interviewees from previously advantaged (PAosts were more confident

about their level of proficiency in English tharudénts from formerly disadvantaged
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DET schools. The PA respondents felt that they wepng well with the use of English
as LOLT at Rhodes University because that is whay thave been used to over the
years. On the other hand, the former DET studemt® wiot very confident about their
proficiency level in English because of the biliatjisiXhosa/English environment they
came from. Some of these students noted that Hubees in their previous schools used
a lot of isiXhosa and little English in their teaudp Therefore, when they came to
Rhodes University they struggled to cope with usamyy English as LOLT. These
interviewees said that they had to work very hardmprove their English in order to

meet the required high standard of English langusgge at Rhodes University.

Analysis of students’ responses here for schgdbiackground and across other
variables (age, gender, level of study and facuétygals a pattern of responses similar to

what is obtained for belief statement 2 in the ¢joasaire (see belief statement 2 above).

Interview question 9 Has your English improved since you came to Rhodes?

The interviewees’ responses to tjusstion were positive. They claimed that
they had improved their writing skills and had aoed more vocabulary. The DET
respondents said that they had improved their Endlirough a lot of hard work. They
felt that the multilingual nature of Rhodes Univrdhad given them the opportunity to
communicate in English with people from other laagg groups, which had helped them
to improve their spoken English.

One of the aims of this research is to comparedhelts of this study to those of
other studies (for example, Dyers (1999) — The Pty of the Western Cape and
Dalvit (2004) — Fort Hare University, etc.) in orde ascertain if the results obtained are
similar to the findings of other studies. The résuf students’ assessment of their
isiXhosa proficiency at the University of Fort Hgi2alvit 2004) reveal that 93% of the
respondents positively evaluated their isiXhosdigency as opposed to 67% that did so
at Rhodes University.

Ninety-two percent (92%) of the respondents at RBoUniversity positively
evaluated their English competence. On the othexdh@1% of respondents at the
University Fort Hare did so (Dalvit 2004). The rksuon assessment of language
competence show that the students at the Univeo§ifyort Hare were more confident

about their isiXhosa competence than those at Rhblhéversity, while the opposite is
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the case with English i.e. competence is rateddmiglh Rhodes University than at the
University of Fort Hare.

This may be due to the fact that about one-thirdhef respondents at Rhodes
University came from previously advantaged scheodtere they used only English as
LOLT and that the majority of DET students (i.eeyipusly disadvantaged) felt that their
English had improved because of the English onl.T@olicy that they were exposed
to at Rhodes University. Another factor mentionedhie interviews (see the summaries
of interview questions 8 and 9 above) was the fingtial environment at the university
that provides isiXhosa-speaking students with fhygootunity to communicate in English
with students from other language groups inclu@ingrge group of L1 English students.

In contrast, the University of Fort Hare is a bigtally black university with a
large population of isiXhosa-speaking students @sgpondents at this university almost
exclusively attended DET bilingual (English/isiXla)sschools. Dalvit (2004) notes that
much isiXhosa is used for communication in inforrs@tings among the students as well
as in academics: at tutorials and group discussasnsell as at lectures where isiXhosa-
speaking lecturers regularly code-switch to exptdifficult English concepts. The next

section presents results involving respondentigudts toward English in general.

4.2.2 Attitudes toward English in general
Belief statements 25 and 26 (in multiple choicenfat, dealing with attitudes

toward English in general), are analysed in thistise. Respondents are allowed to
choose more than one option in these belief statsmeChi-square tests are not

performed for these belief statements as discuassettion 4.2.

Belief statement 25English is the language :of
o international contact (Int.cont.)
a division (Div.)
o ambition (Amb.)
a liberation (Lib.)
o tertiary education (Tert. Edu.)
o oppression (Oppres.)
o national unity (Nat. Unity)
Belief statement 25 (multiple choice format witlo@tions) elicits the students’ view

of English. Forty-nine (49%) of the responses iathcthat the students believed that
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English would enable them to make internationaltacty 4% believed that it is the

language of liberation, another 12% claimed thaglih is the language of tertiary

education, 3% saw it as the language of ambitidnlen27% of the responses reveal that

they believed that English is the language of matianity. However, 3% saw English as

the language of division and 2% of the students tfet English is the language of

oppression (see Figure 11 below).

Figure 11: Belistatement 25: Overview
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On the whole, a generally positive attitude is esged toward English in this

guestion as 95% of the responses (internationalacgnambition, liberation, tertiary

education and national unity) show a positive asgest, while only 5% of the responses

(division and oppression) indicate a negativewatéttoward English.

Belief statement 26 When | speak English to an English native speaker

o | try to sound like an English native speaker

o I'm proud of my isiXhosa accent

o | don't care about my accent

Figure 12: Belief statement 26: Overview
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The above belief statement on accent was put &édfte respondents to ascertain

whether they were motivated to modify their spestgthes toward that of L1 speakers of
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English in order to express attitudes or seek gpeaval of L1 speakers of English (Giles
et al. 1977). Figure 12 above reveals that 9% of the respondedisated that they try to
sound like L1 speakers of English. Forty-three eetq43%) claimed that they were
proud of their isiXhosa accent, while 48% said tiii&ty do not care about their accent.
Similar results are seen across the different bbeta (age, gender, school attended,
faculties and level of study). No obvious differes@re found. This result shows that the
majority of the respondents do not have an integraittitude toward English (cf. 2.1.3
and 2.5).

A detailed discussion on the different types otwdes (instrumental and integrative)
revealed in the responses to questions elicititigudés toward English as LOLT is

presented in the next section (4.2.3).

4.2.3 Attitudes toward the use of English as LOLT
Belief statements 3, 4 and 19 (in the questionhaisewell as interview questions

6 and 11 are analysed in this section.

Belief statement 3 Using only English for teaching and learning disadtages African

students
Figure 13.1: Overview Figure 13.2: Age
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The students’ responses to this question (see é-itBirl above) reveal that 46%
of respondents felt that using only English as LOdifadvantages African students.
Twenty-three percent (23%) of the respondents wetesure, while 31% disagreed with
this idea. A greater number of the older studergbeved that using only English
disadvantages African students; while more of tloeinger students than the older
respondents disagreed with this statement. A higlidpificant result (p = 0.001) is
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observed for the differences among the respongsessathe age category for this belief
statement (see Figure 13.2 above).

At the faculty level, the majority of Education dants (68%), Law (56%) and
Science students (51%) were of the view that the of only English as LOLT
disadvantages African language speakers, whilehtbker proportion of respondents
who disagreed with this idea were found in the I#&esi of Commerce (41%) and
Pharmacy (38%). Significant differences can be segass the responses of the various
faculties (p = 0.007). The differences betweenrdsponses of DET and PA respondents
are also marginally significant (p = 0.046). Here major differences can be seen in the
strongly agreeandnot sureresponse categories. Eighteen percent (18%) ofdoDET
students and 5% of PA respondents strongly agreatl the use of only English
disadvantages African language-speaking studerite wiore of the PA (32%) students
than DET respondents (19%) were not sure of this.

Most of the third year (61%) and postgraduate sttelé58%) believed that the
use of only English as LOLT disadvantages Africardents. On the other hand, more of
the first and second year respondents than theehlghiel students disagreed with this
idea. These responses are similar to those in geegaaph above (Figure 13.2). The
differences in the responses across the variowsl®f study are marginally significant
(p = 0.049).

Fifty percent (50%) of males and 44% of femalesenadrthe view that using only
English disadvantages African students. Howevefp 2f the males and 19% of the
females were not sure, while 22% of males and 36%efemales did not support this
view. The differences between the responses of madk female respondents are not
significant (p = 0.085).

Belief statement 4 Speakers of African languages experience problemsing English
as a language of learning and teaching
The responses to this question reveal that 53%eo$tudents were of the opinion
that speakers of African languages experience enoblin using English as LOLT.
Twenty-eight percent (28%) were not sure and 198ondit have this belief (see Figure
14.1 below). The graph on faculties below (Figli4e?) indicates that Education, Law
and Humanities had relatively higher proportions re§pondents who believed that

speakers of African languages experience problemasing English as LOLT. The

73



differences between the responses across the sdaoulties (especially those between

Education, Pharmacy and Commerce) are marginghjfgiant (p = 0.050).

Figure 14.1: Overview Figure 14.2: Faculties
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The highest proportion (70%) of respondents wietielbed that speakers of
African languages experience problems with theaidenglish as LOLT is found in the
26+ age category, while 54% of 21-25 year olds 44 of those in the 17-20 age
group also upheld this view. However, the diffeenbetween the responses across these
various age categories are not significant (p $9).0

More of the DET students, males and respondentserhigher levels of study
supported this idea than females, PA responderdsiamer level students. However,
there are no significant differences observed actios responses of these various groups

of respondents.

Belief statement 19 English should be introduced as the language ofnieg and
teaching:
o from the very beginning (BEG)
o during lower primary school (LPS)
o during higher primary school (HPS)
o in high school (HS)
o at university (UNI)
o it should just be studied as a subject and not $euas a language of learning
and teaching (SUB)
The majority of the respondents (70%) felt that lE&mgshould be introduced as
LOLT from the very beginning i.e. pre-school, 21%tlee respondents were of the view
that it should be introduced in lower primary sdhat preferred this at the higher
primary level, while very few of the students (5®@lieved that English should just be
studied as a subject and not used as LOLT atesl Fsgure 15.1 below).
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Figure 15.1: Overview Figure 15.2: Level of study
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A generally positive attitude toward the early asluction of English is seen
across the various variables. As shown in Figure2 1&bove, highly significant
differences are observed between the responsdsidérds across the various levels of
study (p = 0.000). The different age groups (0.0 the various faculties (0.000) also
have highly significant differences across respsnéme such difference can be seen in
relation to the first response option (pre-schodlhigher proportion of younger students
and lower level respondents preferred the intradnadf English at pre-school level. For
instance, 80% of first year respondents would Ekeylish to be introduced at the pre-
school level, while only 35% of the postgraduatespmdents held this view.
Furthermore, only 2% of the first year students lMdike English to be taught as a
subject as opposed to 16% of the postgraduatergtiddo preferred that English should
be taught as a subject and not used as LOLT (seee-15.2 above).

At the faculty level, Education (46%) and Law (33#&@d lower proportions of
respondents who would like English to be introducad pre-school level, while
Commerce (80%), Humanities (68%), Pharmacy (75%l) &cience (84%) had higher
proportions of respondents that would like Englishbe introduced from the very
beginning (pre-school). Highly significant (p = 00d) differences are contained in the
responses of the students here, especially betwaenand Science. The differences
between the responses of former DET and PA respsidee marginally significant (p =
0.050). However, there is no significant (p = 0.)6@8ference between the responses of
males and females.

There is a close link between the responses taiqnes3, 4, and 19, all of which
elicit attitudes toward English i.e. the majoritfytbe respondents (older students, higher

level respondents, DET, male, Education and Lawesits) who felt that the sole use of
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English as LOLT disadvantages African languagedspgastudents and who said they
experience problems in using only English as LOLduid also not like English to be

introduced very early in education (pre-school). tBa other hand, the majority of the
respondents who had positive attitudes toward Ehglpreviously advantaged school
students, females, younger students, lower levgbamdents, Commerce, Humanities,
Pharmacy and Science students) also preferreatitoeluiction of English as LOLT from

pre-school. Likewise, the groups that had more tpesiattitudes toward English

evaluated their English language proficiency maositively and had come into earlier
contact with English than have the group that lesd positive attitudes toward English
(see section 4.3 for some reasons for this obsenyaSimilar results are also obtained in

the interview questions discussed below.

Interview question 6. What do you feel about Rhodes University’s politysing only
English as the language of learning and teaching?

The majority of the students felt that Rhodes’ pplof using only English as
LOLT is a good one. In these respondents’ opiniowgliEh is a universal and an
international language needed for wider commurocath a world that is becoming a
global village. Hence, they thought that it is impot that they were taught in English
because they believed that a good knowledge of ifinglvould enable them to
communicate effectively, get good jobs and studyhir abroad. Furthermore, some of
the students believed that English is a nationaguage that unites people in the
university despite the diversity of Rhodes Univigtsi population. They also felt that
English is the only LOLT that will accommodate atudents in Rhodes University’'s
multilingual environment.

On the other hand, a minority of interviewees wam favourably disposed
towards Rhodes University’s policy of using onlydglish as LOLT. They were of the
view that the English-only policy hinders studefitam formerly disadvantaged schools
(DET bilingual English/isiXhosa schools) from fuliynderstanding their courses. These
respondents claimed that they found it difficulctpe with using only English as LOLT
at Rhodes University. Some of them believed thist i one of the reasons why some
students from former DET schools fail and get edetlifrom Rhodes University. This
can be seen from the comments of a second yearsnalent in the Commerce faculty

(from the 21-25 year age group):
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My friends have been excluded from Rhodes becdesefailed because they do
not understand what is being taught. But if isiXdoan be used it would prevent

all these.

The majority of males, DET students, olded higher level respondents were not
very favourably disposed toward the English-onljiggoat Rhodes University. However,
all the students from previously advantaged (PAjosts, the majority of the females,
younger students and lower level respondents hagl pesitive attitudes toward this
policy. The PA respondents who had become comflertalith using only English in
their previous Model C and Private schools belietreat they were more competent in
English than in isiXhosa and would learn betterEimglish. However, the majority of
former DET respondents from a bilingual EnglisiXtsbsa background felt that using
only English as LOLT at Rhodes University disadegeid them. The attitudes expressed
in the responses of the various groups of respdaderthis question are similar to what
were obtained in response to belief statementstiegicattitudes toward the use of
English as LOLT in the questionnaire (belief stagats 3 and 4), indicating that the

guestionnaire is a good measure of students’ détitu

Interview question 11 Do you experience any problems in using Englisthanly
languageof learning and teaching at Rhodes University?

The respondents from previously advantagbdals said that they do not experience
any problems in usingnglish as the only language of learning and tewchit Rhodes,
since they had become comfortable and used todlleeuse of English in their previous
schools. These respondents felt privileged that themer school had prepared them so
well for learning at Rhodes University.

However, respondents from previously disadvantageldools claimed that they
experienced problems in using only English as LQGItTRhodes. These DET students
(from a bilingual isiXhosa/English LOLT backgrourgBid that they struggled especially
(in their first year) to learn and understand tloeurses.

The majority of these respondents believed thay there working very hard to
improve their English so that they can cope witlversity studies. They said that it was
difficult to understand some English terminologytireir various disciplines and they

found it difficult to find the right words in esssapnd exams. One of the interviewees felt
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that most of the students from former DET schoebpécially those doing BA degrees)
find it difficult to use the right vocabulary and structure their essays properly in a way
that would earn them good marks. She was of the tit lecturers expect very high
standards from the students without taking intosaberation the weak background that
some of the DET students are coming from.

Some of the students claimed that they expeeigiproblems in using only English
at Rhodes University because many of them fail exdoe to lack of understanding of
their courses which are taught and examined in igimgiThey felt that if isiXhosa
guestion papers are provided alongside English on#se exam, it might help them to
understand the questions better and reduce thefrédgure.

A male second year student, who participated infadkes group interview held with
DET students, and a male Master’'s student whoqyaated in an individual interview,
noted that sometimes some former DET students ¢&slyefirst year students) may have
guestions to ask or answers to give in class andtamials but they may be shy to do so
because they may not be fluent enough in Engligince, they suggested that isiXhosa
should be introduced and used alongside Engligiatorials to help isiXhosa-speaking
students from bilingual English/isiXhosa DET baakgnds to actively participate in
learning and understand their courses better.

The responses to this interview question confir@ tesults of belief statement 4
(Speakers of African languages experience problemssing English as a language of
learning and teachingn the questionnaire analysis above.

On a general level, a positive attitude is disptemvard English in the questionnaire
and interview responses. The majority of the redpats positively evaluated their
English proficiency and perceptions about Engliskrevvery positive (cf. belief
statements 2 and 25). The positive attitudes thastnof the respondents at Rhodes
University had toward English were more instrumetiian integrative in nature. The
guestionnaire and interview responses reveal kigatrtajority of the respondents were in
support of Rhodes University’s policy of using odgglish as LOLT (even though they
found studying in English difficult as a seconddaage) because they believed that
English is a universal and international languageded for wider communication and
that a good knowledge of English would enable thencommunicate effectively, get
good jobs and study further abroad.

For these respondents, English performs informadivet participatory functions (cf.

2.1). It is seen as an instrument that would entdiden to communicate effectively and
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participate in tertiary education as well as ottscio-economic activities in a
multilingual South African society where Englishused in practically all spheres of
public life and where proficiency in English enabkn individual to participate in these
activities and derive the benefits associated thiém (Webb & Kembo-Sure 2000).

Because of the several functions that English semesociety, the respondents
naturally attached much importance to it and wakefirably disposed toward its use as
LOLT at Rhodes University. This confirms the fings of Gileset al (1977) and
Edwards (1994) discussed in section 2.1.1 and .2Th&y note that languages such as
English that have high socio-economic status atenopositively evaluated and more
favourable attitudes are shown toward such langudgen lower status varieties (like
African languages). This shows that a diglossigasion exists in South Africa (Fishman
1971) as outlined in section 2.1.1. These resuks aonfirm the findings of other
language-attitude research conducted in South &f(for example, De Klerk 1996,
Bekker 2002, Dalvit 2004).

However, the majority of Rhodes University isiXheg@eaking respondents were
not motivated to modify their speech styles towthiat of L1 speakers of English in order
to seek the approval of these speakers or to eegvith them (cf. Gilest al. 1977 i.e.
there is little attempt at speech accommodatiotississed in 2.1.3). This can be seen in
the responses to question 26 of the questionnasraliscussed above. Only 9% of the
respondents indicated that they try to sound like dpeakers of English, while the
majority did not have integrative attitudes. Fatttyee percent (43%) claimed that they
were proud of their isiXhosa accent, while 48% ghiat they do not care about which
accent they use. Therefore, the results show thatntajority of the students were
interested in using English for its instrumentalugaand not for integrative purposes
(Baker 1992, cf. 2.5)

This result on isiXhosa-speaking students’ attitudeward English at Rhodes
University confirm the results of Dyers’ (1999) dyuat the University of the Western
Cape (UWC), Barkhuizen (2001) and those of Dal204) at the University of Fort
Hare. These findings show that isiXhosa studentsvels as other African language-
speaking students are motivated to learn in Endbsbause of the material benefits
associated with a knowledge of English and not beedhey desire to integrate with its

L1 speakers.
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4.2.4 Attitudes toward the use of isiXhosa in edutian

The analysis of questionnaire and interview itemscerning attitudes toward the
use of isiXhosa in education is considered in Haistion. Belief statements 6-9, 12-16
(Likert scale format) and 21-24 (multiple choicenfiat) as well as interview questions 7,

10 and 12 are analysed here.

Belief statement 6 IsiXhosa and other African languages should be deeeldp the

point where they can be used for teaching and legrmt the

university.
Figure 16.1: Overview Figure 16.2: Age
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The majority of the respondents (65%) were of tleewthat isiXhosa should be
developed as a LOLT at the university. Sixteen @ar¢16%) were not sure, while 19%
did not support the idea (see Figure 16.1 abovi&hoAgh the majority of the students
across the various age groups supported this teaglder students had more positive
attitudes toward isiXhosa than the younger studeritgain, the differences across age
groups are highly significant (p = 0.000) and sdiferences are very obvious between
the responses of the 17-20 year olds and 26+ rdsptsi(see Figure 16.2 above).

Highly significant (p = 0.002) differences are as®en between the responses of
former DET and PA students. As usual, more of tl&el Despondents were favourably
disposed toward the use of isiXhosa as LOLT tharnPh respondents (see Appendix 3).

Moreover, a higher proportion of males, respondantthe higher level of study,
Education, Pharmacy and Law students supporteddb#a while more females, lower
level students and Humanities, Science and Commeasgondents were against it.
Marginally significant differences are seen betwé®n responses of males and females

(p = 0.048) as well as those of the various faesl{ip = 0.05). However there are no
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significant (p = 0.184) differences between th@oases of the various levels of study in
this question (see Appendix 3 for detailed results)

Belief statement 7 It should be made compulsory for everybody commdrhodes
University to study isiXhosa as a subject.
The majority of the respondents (52%) would want the study of isiXhosa made

compulsory, 22% were not sure and 26% agreed Wishdea (see Figure 17.1 below).

Figure 17.1: Overview Figure 17.2: Age
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In the interviews, some respondents felt that tiuelys of isiXhosa as a subject
should be made compulsory at Rhodes University usrasiXhosa is the dominant
official language spoken in the Eastern Cape ar limguage of the majority of
inhabitants of Grahamstown where Rhodes Univeisigjtuated.

The responses to belief statement 7 reveal thab$ioly background, level of study
and faculties have no significant differences asrossponses, while marginally
significant differences can be seen between theoreses of the various age groups (p =
0.021) as shown in Figure 17.2 above, as well assacgender (p = 0.030). Again, a
higher proportion of older students, males, DETpoeslents, higher level students,
Education and Law respondents agreed that isiXisbsald be made compulsory as a
subject at Rhodes University. Most of the femajesinger students, PA respondents and
lower level students did not support this idea.

Belief statement 8 Written isiXhosa is different from the type @Kfeosa | speak.
Seventy-seven percent (77%) of the students beli¢hat written isiXhosa is
different from the type of isiXhosa that they spokéeven percent (11%) were not sure,

while 12% disagreed with this view (see Figure 1Below). There is no significant
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difference between the responses of the variouspgrexcept for schooling background
(p = 0.017) (see Figure 18.2 below).

Figure 18.1: Overview Figure 18.2: Schooling background
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The major difference can be seen in #t®ngly agreeand not sureresponse
categories. Forty-five percent (45%) of DET studeand 33% of PA respondents
strongly agreed that written isiXhosa is differéram the type of isiXhosa that they
spoke, while 21% of PA and only 8% of the DET resfents were not sure. This result
is not surprising because DET respondents were fdpilingual learning environment
where much isiXhosa is used alongside English akT,.ence they were probably
more certain of the differences that exist betweeitten and spoken isiXhosa than PA
respondents from an English only LOLT environment.

Belief statement 9lsiXhosa-speaking students would understand ttmirrses better if

departments were to make isiXhosa definitions ofirteal terms

available.
Figure 19.1: Overview Figure 19.2: Schooling background
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Most of the students (56%) believed that the piowi®f isiXhosa definitions of
technical terms would enable them to understanil tdoeirses better. However, 20% of
the students did not believe that this would hélerm while 24% were not sure (see
Figure 19.1 above).
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Sixty-four percent (64%) of the third year, 68%tlte postgraduate students and
75% of the Education students believed that thevipian of isiXhosa definitions of
technical terms would enable them to understand tloeirses better. Furthermore, more
of the male (65%) than the female respondents (48é6¢ favourably disposed to this
issue. Again the majority of the students who weBeyears and older (75%) and the
former DET respondents (62%) had a very positititude toward the use of isiXhosa in
this regard. A higher proportion of respondents wtd not believe that isiXhosa-
speaking students would understand their courstdsrbié departments were to make
isiXhosa definitions of technical terms availableerey found among the younger
respondents (17 to 20 years old — 46%) and PA stad86%).

A highly significant (p = 0.001) difference is olbged between the responses of
DET and PA students in relation to this questioae(d=igure 19.2 above). Major
differences in responses can be seen in dtinengly agreeand not sure response
categories. On the whole, DET respondents displayeduch more positive attitude
toward isiXhosa than the PA respondents. Anothealike that displayed a significant
difference in response is age (p = 0.017) andishespecially obvious with regard to the
different responses of the 17-20 year olds andr@gpondents (see Appendix 3).

Belief statement12: At university, I'd rather study some things inXisosa and learn

how to translate my knowledge into English, thaardéeng everything in

English.
Figure 20.1: Overview Figure 20.2: Schooling background
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Thirty-seven percent (37%) of the respondents wéik&lto study some of their
courses in isiXhosa and learn how to translate thewwledge into English, rather than
learning everything in English. Thirty-eight percg88%) did not support this idea,

while 25% were unsure (see Figure 20.1 above). gitipe attitude toward the use of
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isiXhosa was shown by the majority of the respotslevho were 26 years and older
(59%), as well as the students in the Educatiofoj5®nd Law (56%) faculties.

On the other hand, a higher proportion of the sitglm the faculties of Pharmacy
(56%), Humanities, (48%), and Commerce (44%) a$ asfemale respondents (41%),
previously advantaged schools students (50%), (#4€6) and second year students
(42%) and the respondents who were between 17 @ngas old (43%) opposed the
idea of learning in isiXhosa.

Significant (p = 0.007) differences are found betwé¢he responses of the various
faculties and highly significant ones across age=(p.002), gender (p = 0.001) and
schooling background (p = 0.000). Again the diffe® between the responses of DET
and PA students is the most significant one. Fi@@@ above reveals the pattern of these
responses. Highly significant differences can bensia thestrongly agreeagreeand
strongly disagreecategories and it is obvious that DET respondesi® more inclined
toward the use of isiXhosa as LOLT than the PA estiisl

Belief statement 13 | would like to be able to use isiXhosa duringcdssions in

tutorials.
Figure 21.1: Overview Figure 21.2: Schooling background
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Fifty-three percent (53%) of the respondents wailkel to be able to use isiXhosa
during discussions in tutorials. Twenty-one perdq@it%) were not sure if they would
want to see this happen at Rhodes University, w6l of the respondents were not in
favour of using isiXhosa during tutorials (see FewR1.1 above). As expectethe
majority of the former DET respondents (60%) hachare positive attitude than the
previously advantaged school students (33%) onigbige. A highly significant result (p
= 0.003) is obtained for the difference betweenrdsponses of DET and PA students

(see Figure 21.2 above).
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The majority of the students in the faculties ofuEation (66%) and Pharmacy
(56%) would like to use isiXhosa during tutorialdjile the Commerce faculty had more
students who opposed this idea. A marginally sigaift difference is seen in the
responses to this question across the faculty (@vel0.036).

Again, males (60%) had a more positive attitude at@wthis issue than the
females (47%). However, there is no significanteddénce (p = 0.070) observed between
the responses of males and females. Similarly ditierence between the responses of
students across the various age groups (p = Odrid Jevels of study (p = 0.743) is not

significant.

Belief statement 14 The use of isiXhosa in tutorials would enable mariderstand my

subject much better.

Figure 22.1: Overview Figure 22.2: Schooling background
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Fifty percent (50%) of the students believed tha&t tise of isiXhosa in tutorials
would enable them to understand their subjects betté, ®Bre not sure, while another
25% felt that it would not be beneficial to themedsFigure 22.1 above). Highly
significant (p = 0.000) differences can be seewéen DET and PA responses, as Figure
22.2 above shows. The majority of DET respondeunfparted this idea, while a high
proportion of PA respondents disagreed with it. &wer, more of the respondents who
were 26 years and older (62%) as opposed to 1742%)(and 21-25 (43%) year olds
were of the opinion that the use of isiXhosa irotatls would be beneficial to them. A
marginally significant difference is observed asrt® age groups (p = 0.028).

There is no significant difference across gender (p176), the various levels of
study (p = 0.29) and the different faculties (p.25)
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Belief statement 151 would like my tutors to be able to speak isiXhosa
The majority of respondents (61%) indicated theybdike their tutors to be
able to speak isiXhosa, 18% were unsure, while 2% not in support of this idea (see

Figure 23.1 below).

Figure 23.1: Overview Figure 23.2: Schooling background
] O SA 50% —e— DET
% 19% mA /.\ —=—PA
14% ONs| | 40% /

ob 30%
m SD /
20% -
18%
10% | \

SA A NS D SD

42% 0%

More of the DET respondents (68%) would like thetors to be able to speak
isiXhosa than the PA students (40%), and a higlggifscant difference (p = 0.000) is
again observed across these two groups. Figurea2@we reveals that most of the DET
respondents agreed with this idea, while a higlp@rmon of PA respondents disagreed
or were unsure about the issue.

At the faculty level, most of the respondents iu€ation, Science and Pharmacy
were favourably disposed toward the issue of tutmesig able to speak isiXhosa.
However, Commerce and Humanities had a higher ptiopoof students who were not
in support of this idea. The difference across H#es1 is marginally significant (p =
0.036). On the other hand, there are no signifidéferences across level of study (p =
0.381), age groups (p = 0.102) or gender (p = 0.257

Belief statement 161 would like my lecturers to be able to speaklisi¥a.

Figure 24.1: Overview Figure 24.2: Age
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Fifty percent (50%) of the respondents indicatedt tthey would like their
lecturers to be able to speak isiXhosa. Howeve¥ 26 them were opposed to this idea,
while 24% of the respondents were unsure (see &igdirl above).

The same groups of respondents who had so far anaalt a consistent positive
attitude toward the use of isiXhosa in academicRlabdes also displayed such an
attitude in response to this question. For instanmest of the older students (26+ — 73%)
and the higher level students (third year — 64% @ostgraduate students — 65%) would
like their lecturers to be able to speak isiXhdsighly significant (0.000) difference is
observed across the various age groups. Figure a@Bd¥e reveals that the 26+
respondents had the highest proportion of studehtswere favourably disposed toward
this issue.

Again, more of the former DET (58%) respondenttR& respondents (32%)
were favourably disposed to this idea. The diffeeehetween DET and PA respondents
is very significant (p = 0.001). Positive attitudesre displayed by Education (70%),
Pharmacy (69%) and Law (56%) students. A marginalignificant (p = 0.039)

difference is observed across the various faculties

Belief statement 21 If isiXhosa is used to learn and teach at Rhodesaisity:.
o it would not be a problem: isiXhosa can be useeioress academic ideas
(isiXhosa can)
o new technical terms in isiXhosa should be develdpesv Tech.)
a English technical terms could be explained in Xh@ag. Tech.)
o isiXhosa cannot be used to explain technical idgdke university (isiXhosa
cannot)

Figure 25: Overview
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Chi-square tests were not performed for this midtghoice belief statement as

well as belief statements 22, 23 and 24 (cf. 4B majority of the respondents (80%)
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exhibited positive attitudes toward the use of BXa in this regard (see Figure 25
above). Twenty-nine percent (29%) of these studeelisved that if isiXhosa is used as
LOLT it would not be a problem because isiXhosa banused to express academic
ideas.

Twenty-three percent (23%) of them felt that newhtecal terms in isiXhosa
should be developed and 28% were of the opinioh Emglish technical terms can be
fitted with isiXhosa explanations. On the other da®0% of the respondents believed
that isiXhosa cannot be used to explain technidahs at the university. There is a
generally positive attitude toward the use of ¥ in this regard across the different
variables. However, more of the females (23%), peurstudents (17 to 20 — 25%) and
the lower level (first year — 24%) respondents tiedit isiXhosa cannot be used to explain

technical ideas at the university.

Question22: Studying in isiXhosa is important because
o IsiXhosa is an official language (off.lang)
o IsiXhosa will help me to get a job (job)
o IsiXhosa is the language of my people (lang. opmy
o IsiXhosa will help me if | study further (study.jur

o | do not think it is important at the universityéd (not imp.)

Figure 26.1: overview Figure 26.2: Gender
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The majority of the respondents (71%) were favolyrdisposed toward studying in
isiXhosa. Thirty-three percent (33%) of the resgenmdicated that isiXhosa is important
because it is an official language. Only 2% of teeponses revealed that the students
believed that isiXhosa would help them to get a (lolv instrumental motivation to use
isiXhosa as LOLT, cf. 2.4). Twenty-six percent (2666 the responses indicated that the

respondents associated the importance of isiXhagathe fact that it is the language of
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their people (this reveals the intrinsic value siKhosa as carrier of cultural identity). Ten
percent (10%) felt that isiXhosa is important besgait would help them to study further,
while 29% thought that it is not important at theversity level (see Figure 26.1 above).
There is a generally positive attitude toward i< in this belief statement across
the various variables. Again, males, DET resporgjealder respondents, higher-level
students, and the Education and Law faculties hiaigtzer proportion of respondents who
had positive attitudes toward isiXhosa. On the ottend, females, PA respondents, lower
level students, younger respondents, Commerce #adnfacy faculties had a higher
proportion of students who had negative attitudesatd the use of isiXhosa at the
university level. More of these latter respondgetgpecially the females, see Figure 26.2

above) felt that isiXhosa is not important at timévarsity level.

Belief statement 23 To study in isiXhosa:
o would make me feel more confident (Conf.)
o would help me understand things better (Underst.)
o would help me get higher marks (H.marks)

o it would not help me at all (Not help)

Figure 27.1: Overview Figure 27.2: Schooling background
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Most of the respondents (76%) displayed a positatt#tude toward the use of
isiXhosa in education in their responses to thigstjon because they believed that
studying in isiXhosa would enable them to feel mooafident (24%), understand things
better (33%) and get higher marks (19%). Only twydatir percent (24%) of the
respondents believed that it would not help themllgsee Figure 27.1 above).

The consistent pattern of responses obvious inréiselts of other earlier belief
statements is repeated here as more of the DE®ndspts, males, older students, higher

level respondents, Education and Law students Jusglighat the use of isiXhosa at
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Rhodes University would be beneficial to them, whihe females, PA respondents,
younger students, lower level respondents, CommeandeHumanities students took the
opposite standpoint i.e. the latter had a highepgrtion of respondents who felt that the
use of isiXhosa as LOLT would not help them ataaluniversity. For instance, 40% of
PA respondents felt this way as opposed to 18% BT Pespondents (see Figure 27.2
above).

Belief statement 24 If isiXhosa could be used to learn and teachtiRhodes
University, at what stage should it be used?

o first year only (first yr.)

o all the undergraduate levels (Undergrad)

o postgraduate levels (Postgrad)

o all the levels so that isiXhosa students can learheir mother-tongue (All

levels)

o it should not be used at Rhodes (It shouldn’t)

Twenty percent (20%) of the respondents felt thihiosa should be used as LOLT
at the first year level, only 22% would want ittaé undergraduate level, 3% chose the
postgraduate level and 29% felt that isiXhosa ghdaéd used as LOLT at all levels.
However, 26% of the respondents were not favouraldposed toward the use of
isiXhosa as LOLT at Rhodes University (see Figi8e delow).

Figure 28.1: Overview Figure 28.2: Level of study
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Again the majority (74%) of the respondents showeplositive attitude toward
the use of isiXhosa as LOLT at Rhodes. Figure 2®@ve shows that the second and
third year students had the highest proportiorespondents that would like isiXhosa to
be used at all levels, while a higher proportionficdt year and postgraduate students

would like isiXhosa to be used at first year le\dbst of the males, older students (21—
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26 years), DET, Education and Law students woudigprthat isiXhosa should be used at
all levels at Rhodes, while a high proportion otigger students (17-20 years) as well as
Commerce respondents would prefer it to be uséuedirst year level only. On the other
hand, more of the PA respondents, females, yousigelents, lower level respondents
(see Figure 28.2 above), Humanities, Pharmacy a&ieh& students were of the view
that isiXhosa should not be used at Rhodes at all.

Summaries of interview questions 7, 10 and 12telgiattitudes toward the use

of isiXhosa as LOLT are presented below.

Interview question 7: Would you like isiXhosa to be used alongside EhglsLOLT at
Rhodes? Why?

Most of the DET students (especially the males) ldidike isiXhosa to be used
alongside English at Rhodes University. The ineamges who supported the use of
isiXhosa believed that this would help to facikdearning for the DET students who
came from an English/isiXhosa bilingual backgroamd had to struggle with learning in
only English at the university. These respondergsevof the opinion that the exclusive
use of English as LOLT hinders students from folyndisadvantaged schools from fully
understanding their courses, a fact which is couatimg to the high rate of failure among
the African language-speaking students from DEDeltsh They believed that if isiXhosa
could be used alongside English at Rhodes Uniyeitsivould help them to understand
their courses better and the pass rate would iserea

Some of the interviewees who were favourably disdosoward the use of
isiXhosa as LOLT at Rhodes University felt thatcginsiXhosa is their language and an
official language, it should be developed and Legettie university level in the same way
that Afrikaans is used as LOLT in some universitreSouth Africa. Furthermore, some
of these respondents (especially Law studentsg\edi that isiXhosa would help them to
get a job. One of the students claimed that it wdae useful in her future career as a
journalist. The above results reveal that theselestis have both integrative and
instrumental attitudes toward isiXhosa. These figdi confirm the results of belief
statements 6, 9, 22, and 23 in the questionnaalysis.

Similar results are also obtained at the Universitfthe Western Cape and the
University of Fort Hare. However, the results fréimese universities show that more of
their respondents have positive attitudes towageduse of isiXhosa as LOLT than those

at Rhodes University because of the different learenvironment that these students
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find themselves in. The University of the Wester—p€ and the University of Fort Hare
are historically disadvantaged universities withae population of isiXhosa-speaking
students, while Rhodes University is a historicalipglish university with a large
population of L1 English speakers.

On the other hand, many of the interviewees wooldike isiXhosa to be used as
LOLT at Rhodes University. Most of the respondemk® opposed this use of isiXhosa
were from previously advantaged schools, femalesyannger students.

Some of these respondents felt that the use ¥hdsia as LOLT would make
African language-speaking graduates less competitivithe labour market, since most
employers would not interview them in isiXhosa. $&aespondents felt that students
who would study in isiXhosa and other African laagas would find it difficult to obtain
a good job after graduating from the university.

Another reason that is provided for opposing the atisiXhosa as LOLT at
Rhodes University is that it would not accommodate students, such as isiXhosa
students from English only schools and other Afritanguage speakers. The respondents
who held this view thought that it would generatnftict as students from other
language groups in South Africa would feel left antd would also fight for the use of
their languages as LOLT at Rhodes University. The af isiXhosa as LOLT is also
discouraged in order to prevent racial segregdti@nthat found during apartheid. It is
thought that the use of isiXhosa at Rhodes woulealivision because “black” students
would not mix with “white” students, as they wouldve separate lectures.

This finding confirms the findings of Dyers (1998phd Dalvit (2004). It is
noteworthy that the majority of the students wheated the idea of using isiXhosa as
LOLT in these universities believed that its usenultilingual South African universities
would lead to segregation and conflict among tHéemtint language groups in South
Africa. Hence, they supported an English-only pplio order to prevent the type of
situation that existed during apartheid.

Some respondents rejected the idea of using iseXhed OLT at Rhodes because
isiXhosa is seen as a difficult language with ddfg varieties (such as the ‘deep’
isiXhosa of the rural Transkei as opposed to uibgthosa). These respondents believed
that written isiXhosa is the deep variety and udings LOLT at the university level
would be challenging, as it is different from thdban colloquial variety that most of

them speak with their family and friends. This fimgl confirms the result obtained in
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guestion 8 in the questionnaire analysis above.indila result was obtained in the
studies by Barkhuizen (2000) and Dalvit (2004).

Another reason why the use of isiXhosa was disgmdavas that it would be
difficult to explain some discipline-specific wordsisiXhosa. For instance, an Honours
student (female) majoring in Biochemistry and Mlmogy noted that it would be very
difficult to teach sciences in isiXhosa becauseaehse so many scientific terms that
cannot be explained in isiXhosa as there are nadsvdor such technical terms in
isiXhosa. A similar thought was expressed by a-pamt Masters student in the
Mathematics Education Department. This female studeelieved that it would be
difficult to teach Mathematics, Geography and Sceéercourses in isiXhosa. The
respondent (a teacher at a former DET school) nttad an isiXhosa Mathematics
dictionary project for primary schools had beercdisaged because of the difficulties in
finding the right isiXhosa vocabulary and that timgefulness of the project was also
guestioned by many isiXhosa-speaking teachers efhthiat they would struggle to learn
how to use those new terms in their teaching.

The negative attitudes that African language spepktudents have toward the
use of their L1 in education was thought to be ohthe factors that would discourage
the use of isiXhosa as LOLT at Rhodes University. iRstance, a female PhD Pharmacy
student felt that Rhodes University should not beosiraged to use isiXhosa since most
of the African language-speaking students at higfiosl do not want to study their
mother-tongue as school subjects; they rather prefestudy English and Afrikaans.
Therefore, this respondent was of the view thatauld not be appropriate for Rhodes
University to use isiXhosa as LOLT since most in¥a-speaking students at high school
do not want to learn their own language. This weas also held by an eighteen year old
male DET respondent who believed that isiXhosaidpgastudents had sufficient
knowledge of isiXhosa from home and high schoohdee they should learn something
new in the university through English, not isiXhoste claimed that he would not come
to the university to use isiXhosa as a LOLT sirtoeauld not be beneficial to isiXhosa-
speaking students after graduating. He was totajinst the use of isiXhosa as LOLT at
university level.

This result confirms the findings of Edwards (19942.1.3), who observes that
in a diglossic society with different language e#igs, the language of the high-status
group (in this case English) is positively evaldates the superior language by the high-

status group members and evaluated in the saméywhe lower-status group, while the
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language of the lower-status group (isiXhosa ameéroffrican languages) is negatively
evaluated by both groups. Therefore, members ofsthmrdinate group who have a
negative attitude toward their own language mayh®tvilling to learn the language or
be taught in it at school or university. This exptathe attitudes of a high proportion of
the respondents.

The next interview question examines the extenwiich the respondents that

have positive attitudes toward isiXhosa would ik be used at Rhodes University.

Interview question 1Q To what extent would you like isiXhosa to be useRhades?
(Study materials, tutorials, exam question papenssed as a language of
learning and teaching alongside English).

The respondents had dsffielopinions about the extent to which they wousthtv
isiXhosa to be used at Rhodes University. A higbpprtion of respondents who would
want isiXhosa to be used as LOLT at Rhodes Unitxe(si. interview question 7) said
that isiXhosa question papers should be providedgside English ones in exams. These
respondents just want isiXhosa question papersd@rdo understand the questions better
but would still provide answers to the question&mglish, since they realised that most
of the lecturers do not understand isiXhosa. Thesponses are similar to those of belief
statement 11 in the questionnaire (see below)elietstatement 11, the majority of the
respondents (65%) agreed that the provision ofiEmg@nd isiXhosa question papers in
exams would help them to understand questionsrbette

Similarly, a high proportion of the interviewees avisupported the use of
isiXhosa as LOLT at Rhodes University would likeXisosa to be used at tutorials.

These respondents believed that the use of isiXimg#orials, in the form of bilingual

(isiXhosa/English) tutor support, would help isi¥asspeaking students from former

DET schools to actively participate in learning amtlerstand their courses better.

Postgraduate and older respondents who had beekingors tutors and

Academic Development Programme (ABPgoordinators at Rhodes University noted

that some former DET isiXhosa-speaking studenteweore enthusiastic to ask them

guestions in isiXhosa during tutorials and thatwars that were given to these DET
students in isiXhosa help them to understand tlpécsobetter. They felt that these

students might not have the confidence to ask tigéstions in English in lectures and

6 A programme created to provide assistance toyfeat students from formerly disadvantaged back-
grounds.
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tutorials where the lecturers and tutors do notakpisiXhosa. This observation was
supported by the responses of the majority of stigdm the focus group interview held

with DET respondents. These first and second yede students (from the Humanities
and Law faculties) claimed that if isiXhosa wadeoused in tutorials, they would be able
to ask questions and participate fully during tistisr a situation which they believed

would help them to better understand topics thay timight not fully understand during

lectures delivered in English.

A male PhD interviewee from the Chemistry Departtnero tutors foundation
and undergraduate chemistry courses, noted thapribdsion of isiXhosa support in
tutorials at the University of the Western Cape d€veh he did his undergraduate
programme) and the University of Cape Town (whezedld his Honours and Masters
degrees) was very beneficial to students from histly disadvantaged schools, as it
helped them to have a better appreciation of th#ecw of their courses. Hence, he
strongly encouraged the implementation of isiXhasgport in tutorials at Rhodes
University.

Some of the DET students who participated in theugogroup interviews (two
Law respondents and a Humanities interviewee)tsaitthey would like to receive study
materials in isiXhosa. For instance, one of thegerviewees (a Law student) claimed
that there were so many difficult terms in Law thlaé often kept her dictionary handy as
she read her Law textbooks and other study maser&e felt that if study materials
could be translated into isiXhosa she would be &blenderstand those technical terms
better. Other participants in the DET focus grouierview also supported this view and
they further suggested that the provision of isi¥@uestion papers in examinations
would save them the stress of trying to deciphecidliine-specific technical terms in
exams.

On the other hand, a second year female Scienckerdgt(DET focus group
interview participant) argued that it would be bettor them to meet the challenge of
learning those English words, which they would wavith when they graduate from
Rhodes, instead of learning them in isiXhosa arer léacing the challenge of using
English terminology in a multilingual working engimment.

However, the students who wanted isiXhosa clainted some students would
fail and be excluded because of lack of understandi their courses and would not
even make it to the working world. Hence, they wlodther be given isiXhosa materials

that would enable them to understand the difficalhcepts and pass their courses at
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Rhodes University. They argued that they were @simd in how they could be
successfuhow at Rhodes University and not about the future lyetause many students
who fail their courses are being excluded yearlyeyr attributed the high rate of failure
among African language-speaking students to a ddiaknderstanding of courses which
are taught and examined in English only. Thus, tfeyoured the use of isiXhosa
alongside English as LOLT at Rhodes Universitytsat they could understand and pass
their courses and complete their studies at Rhodesersity.

Although the interviewees from previously advaeih (PA) schools were
comfortable with the use of only English as LOLTdamould not generally like to use
isiXhosa alongside English as LOLT at Rhodes, sofmiem felt that the provision of
isiXhosa materials, question papers and bilingutdrs who could explain the courses
better during the tutorials, would help former DEflidents to understand their courses
better. However, one of the PA interviewees (a mdiemanities student), who
participated in the focus group interview with resgents from previously advantaged
schools, was totally against the use of isiXhos&®lbddes University. He felt that a
bilingual tutorial support system would not be pica because there might not be
sufficient isiXhosa tutors to help these DET studeand that the multilingual nature of
the university would pose a challenge.

Another participant (a female Humanities respondevats of the view that the
DET students could be paired up with isiXhosa-speptutors who could assist them at
a personal level. One male Law student supportsdvibw as well. This interviewee
emphasized the merits of bilingual tutor supportrblating an experience of how he
helped a DET foundation student who attended & year Commerce course with him.
He believed that the student was intelligent bat ttis low proficiency in English meant
that he could not understand some of the topics weae taught. He said that this
foundation student always asked him in isiXhosatplain the topics that he did not
understand. He believed that the isiXhosa explanatf the topics that he provided for
the student helped this student to understand dlese better. Hence, he felt that the
provision of isiXhosa support in tutorials wouldnéormer DET students to understand
their courses better.

The responses to question 10 of the interviewsarelar to those obtained in
response to belief statements dealing with attgudevard the use of isiXhosa as LOLT
at Rhodes University (see belief statements 5-6,1913-17 and 23 in sections 4.2.4

above and 4.2.5 below).
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Interview question 12 At what levels of study would you want isiXhoskgaised? (e.g.
first year, etc.)

All the respondents who supported the use of ispéhat Rhodes University
suggested that isiXhosa should be used at firstamec foundation levels in order to help
students from formerly disadvantaged schools (DHihdual environment) to adjust
better to the new learning environment at Rhodasdssity.

Most of the postgraduate students who served asstédr the Extended Studies
Programme and other first year courses stronglgmeeended that isiXhosa be used at
these levels to help the students because thegedothat some of the DET students in
the Extended Studies programme and first yeardenallly struggled to learn in English
only. A male postgraduate student from the Edunatazulty stressed the need to use

isiXhosa at first year level in the following comnte

I think that Rhodes University should look into ¢kang using isiXhosa that would
allow first year Xhosa students to stand the chgks of university. Students from
rural areas fail their first year because of thithat causes this failure is the English

language medium that is used.

In the questionnaire survey (belief statement 878, postgraduate level had the
highest proportion of respondents who would likXh®sa to be used at the first year
level (see Figure 28.2 in section 4.2.4). Hence,résponses given above to interview

guestion 12, also confirm the questionnaire results

4.2.5 Attitudes toward a possible bilingual policyof English and isiXhosa

An analysis of belief statements involving attitadeward a possible bilingual
policy of English and isiXhosa is provided in tisction. Belief statements 5, 10, 11, 17
(Likert scale format), 20, 27, 28 and 29 (multiplice format) as well as interview

guestion 13 are discussed here.

Belief statement 5 IsiXhosa students should receive their tutoriatgl atudy notes in
their mother-tongue and English at Rhodes Universit
Forty percent (40%) of the respondents were in davof receiving study

materials in English and isiXhosa. Nineteen per¢&88o) were unsure, while 41% did
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not support this idea (see Figure 29.1 below). dler students (21-25 years — 67%,
26+ — 84%) had a more positive attitude toward ladual policy than the younger
students (17-20 years — 28%). The latter had thjleelsi proportion of students (49%) of
all the age groups who were not favourably dispdse@rd a bilingual policy of English
and isiXhosa at Rhodes University (see Figure 2@@w). The Chi-square test result

reveals a highly significant (p = 0.000) differeraz@oss the various age groups.

Figure 29.1: Overview Figure 29.2: Age
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A higher proportion of the third year (59%) and fhestgraduate students (57%)
exhibited a positive attitude toward this bilingussue, than the first year (27%) and
second year (41%) students. A high proportion @f finst year students (52%) were
opposed to this idea. A highly significant (p = @) difference is observed across the
various levels of study. More of the DET respondesupported a bilingual policy than
the PA students. This difference is also highlygigant (p = 0.005).

At the faculty level, Education (66%) and Law (67%ydents had the highest
proportions of students preferring a bilingual ppliOn the other hand, most students in
the other faculties were not favourably disposeeard this idea. The difference between
the responses is significant (p = 0.010). The mgé%) were more positive about this
issue than the females (34%). The majority of #radles had a negative attitude toward
receiving study materials in both languages. Tliger@ince between males and female

responses is also significant (p = 0.024) althamginginally so.

Belief statement 101 would like to study all my courses at the ursgrin English and
isiXhosa.
Forty-six percent (46%) of the respondents disabreih this idea, 19% of the

respondents were not sure, while 35% percent of trere in support of this idea (see
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Figure 30.1 below). A similar result is also ob&dnn the interviews. Only a few of the
interviewees expressed a desire for the use ohasX as a fully-fledged language of
learning and teaching alongside English at Rhodesgdusity. These few students argued
that isiXhosa should be developed and used as Laliniversity level in South Africa
just as Afrikaans is used at the University of I8t@dosch, a fact which enables mother-
tongue speakers of Afrikaans to learn in their raptongue and have a better
understanding of their courses. It is worthy ofentitat these were all male respondents
and the majority of them were Law students.

Figure 30.1: Overview Figure 30.2: Gender
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The responses to belief statement 10 also showntbe¢ of the males than the
females had positive attitudes toward the bilingisaue, while most of the females
disagreed. The difference across gender is vergifignt (0.000) as can be seen
especially in thestrongly agreeanddisagreeresponse categories (see Figure 30.2 above).
A similar result is obtained by comparing the resges of DET and PA students. The
majority of DET respondents supported a bilingu@ll policy, while most PA students
disagreed with this idea. A significant (p = 0.0@6Jerence is observed.

Moreover, Education, Pharmacy and Science resmisidead a more positive
attitude toward the bilingual issue than the resigoits in other faculties. Again a higher
proportion of older students and higher-level resfmts were more favourably disposed
toward bilingualism than the younger students ahd tower level respondents.
Significant differences are observed across théerdit age categories (p = 0.015),
faculties (p = 0.017) and levels of study (p = @)05

Question 11: If both English and isiXhosa question papers areviged in the exams
that would help isiXhosa students to understandjthestions better.
The majority of the respondents (65%) believed thatprovision of English and

isiXhosa question papers in the exam would helmth® understand the question better
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(see Figure 31.1 below). The provision of bilingeglestion papers was also highly
supported in the interviews (see the results arurew question 10 in section 4.2.4). A
similar result was obtained at the University oftRdare, where 65% of the respondents
also felt that it would be beneficial to receiveegtion papers in English and isiXhosa
(Dalvit 2004).

Figure 31.1: Overview Figure 31.2: Gender
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The gender graph above (Figure 31.2) shows thagla proportion of males
(70%) and females (59%) had positive attitudes tdwthe provision of English and
isiXhosa question papers in examinations. Howethaare is a significant (p = 0.006)
difference between their responses. For instanaege mf the males (21%) than the
females (5%) strongly agreed on this issue. Peasitesponses as well as significant
differences in responses are obvious across otimébles: schooling background (p =
0.007), age (p = 0.015) level of study (p = 0.0&0Y faculties (p = 0.017). The older
students, higher level, DET, Education and Sciestadents had more positive attitudes

toward the bilingual idea than the other groups.

Belief statement 20 | think that using both English and isiXhosa asdaages of
learning and teaching at Rhodes University is:
o possible, and should be done (PSBD)
o possible, but should not be done (PSNBD)
o impossible (IMP)
Kindly give reasons for your answer.
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Figure 32.1: Overview Figure 32.2: Age
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Forty-eight percent (48%) of the respondents betiethat it would be possible to
use both English and isiXhosa as LOLT at Rhodeweirity and they were of the view
that this should be implemented. These student$ the$ view because they felt that
there were isiXhosa teachers and students who wmeildble to help the university to
achieve this bilingual goal. They supported thiscome since they viewed it as possibly
helping the students to understand their courssrtend improve their performance.

Thirty-two percent (32%) of the students felt titatvould be possible but they
discouraged an implementation of a bilingual polidyEnglish and isiXhosa at Rhodes
University. On the other hand, 20% of the studd&etteved that it would be impossible
to use both English and isiXhosa as LOLT at Rhaddigisersity (see Figure 32.1 above).
The students who discouraged the use of isiXhosd GIsT at Rhodes University
believed that there were not sufficient isiXhosacteers in the university who would help
in implementing this bilingual arrangement. Thegoafelt that the language is difficult
and that the arrangement would not accommodat&wadents such as isiXhosa students
from only English medium schools and other Afridanguage speakers. Furthermore,
these students claimed that this bilingual arrarejgmwould create conflict in a
multilingual environment such as Rhodes Universitiilese reasons provided for and
against the use of isiXhosa at Rhodes Universitthe written responses to this belief
statement in the questionnaire are similar to dselts obtained in the interviews (see the
summaries of interview questions 7, 10 in 4.2.4vatend 13 below).

Highly significant differences are seen acrossvéimous age groups (p = 0.000),
genders (p = 0.001), faculties (p = 0.003) andltewé study (p = 0.004), while those of
schooling background (DET and PA) are significant(0.01). Figure 32.2 above shows
the highly significant difference between the resms of the younger and older
respondents. More of the older students (21-25syedi7%, 26+ — 65%) as opposed to
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the younger respondents (17—-20 year — 35%) belithadda bilingual (English/isiXhosa)
LOLT arrangement would be possible at Rhodes Usitxerand encouraged its
implementation.

Respondents in the Education and Law facultied)drigevel students, males and
DET respondents displayed a more positive attittameard the use of English and
isiXhosa at Rhodes University than the femalesyé&¥ondents and lower level students.

A higher proportion of the latter discouraged tmpliementation of a bilingual policy.

Belief statement27. At Rhodes University, isiXhosa should be usedgsiole English
as a language of learning and teaching in the faeslof:
o Commerce (Com.)
o Education (Educ.)
o Humanities (Hum.)
o Law (Law)
o Pharmacy (Pharm.)
o Science (Sci.)
o all the faculties (All)

o none (None)

Thirty-two percent (32%) of the respondents suggkshat isiXhosa should be
used alongside English in all the faculties, 21%g&sted Education while the remaining
students who would want isiXhosa to be used at B&iddniversity chose the other
faculties (Commerce 5%, Humanities 13%, Law 8%,riPlaay 1% and Science 2%).
However, 16% of the respondents were of the opirtleat a bilingual arrangement
should not be implemented in any of the facultgese(Figure 33 below).

Figure 3Bverview
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Furthermore, female respondents, younger studéit2Q year olds) as well as
first and second year respondents had the highepbgions of students who did not

want the implementation of a bilingual policy inydaculty.

Belief statement 28 If isiXhosa is used alongside English as a languablearning and
teaching at Rhodes University:
o the standard of teaching will decline (The standard
o it will open up new areas of research (It will open
o the number of students will decrease (Number)
o more isiXhosa students will be able to go to Rh¢Mese XH)
o it will affect the international status of Rhode=patively (It will affect)

Figure 34: Overview
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Thirty-four percent (34%) of the responses show tha students believed that a
bilingual arrangement would open up new areas séarch at Rhodes University and
27% of the responses reveal that they were of pireian that an English and isiXhosa
bilingual policy at Rhodes University would encageamore isiXhosa students to come
to Rhodes University. This further reveals a pesitittitude toward bilingualism as these
two categories of responses account for the mgjarfitthe responses (57%) to this
qguestion.

On the other hand, 38% of the responses show tmé ©f the students were
opposed to this idea. Ten percent (10%) of the omdgnts felt that the standard of
teaching would decline if isiXhosa were used alat®<£nglish at Rhodes. The third
option was chosen by 9% of the students who balietvat English and isiXhosa
bilingualism at Rhodes University would discouragene students from coming to the
university and the remaining 19% were of the vidattsuch a bilingual policy would

affect the international status of Rhodes Univgmségatively (see Figure 34 above).
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The distribution of responses was relatively simiaross the different variables.
The males and females’ responses were almost siralthough it can still be seen that
more females than males believed that a bilingudicy at Rhodes University would
affect the university negatively. Furthermore, DET respondents and older students
still maintained a more positive attitude towardbiéingual arrangement at Rhodes
University than the PA respondents and youngerestisd The majority of Education and
Law respondents believed that the introduction dfilamgual arrangement would be
beneficial to isiXhosa-speaking students. Once ragadre of the third year and the
postgraduate students than the lower level respisdeere favourably disposed toward
this idea.

Belief statement 29 If both English and isiXhosa are used for teachisgKhosa
graduates from Rhodes University:
o will have a better understanding of the topics thaye studied (better und)
o will still speak English as well as they do now.Esm. well)
o will have more problems finding a job (prob. finglijob)
o will have more problems continuing their studiescatal (prob.cont. st)

Figure 35: Overview
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Thirty-seven percent (37%) of the responses tdati@athe respondents felt that if
both English and isiXhosa were used for teachisg{hosa graduates from Rhodes
University would have a better understanding oftthycs they were studying. Twenty-
three percent (23%) of the responses show thattimgents thought that a bilingual
policy of isiXhosa and English at Rhodes Universitguld not negatively affect the
English of isiXhosa-speaking students.

However, 14% of the responses indicated that sdntleeostudents believed that
isiXhosa graduates that would come out of a bilaigenglish and isiXhosa arrangement

at Rhodes University would be less competitive, ey would have more problems
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finding a job. Finally, 26% of the responses shbat tsome of the students thought that
isiXhosa graduates would have greater problemsragng their studies abroad, if both
English and isiXhosa are used for teaching at Rhdadlaversity. On the whole 60% of
the responses indicated a positive attitude towsxthosa while 40% revealed a negative
attitude (see Figure 35 above)

More of the female and PA respondents than thesvaid DET respondents felt
that isiXhosa graduates coming out of a bilinguahrgement would find it more
difficult to get a job and to continue their stuslabroad.

The younger students had a higher proportion gbaedents who were of the
view that the use of English and isiXhosa as LOLduld not be beneficial to isiXhosa-
speaking graduates, while the majority of the oldardents believed that such an
arrangement would be beneficial to them. This agadiicated a more positive attitude
toward the use of isiXhosa in education on the péathe older students than younger
students.

A generally positive attitude toward a bilinguallipg at Rhodes University can
be seen on the part of the respondents from theusfaculties and levels of study.
However, the respondents at the higher levelsdthgar and postgraduate) and the
faculties of Education and Law had a more positittéude toward the bilingual issue
than the lower level students and respondents fitwenother faculties. The interview
guestion below provided an opportunity for respartsldéo freely express their view on

the bilingual issue.

Interview question 13 Do you think that Rhodes University has the capéoitdevelop
and use isiXhosa as a language of learning andhiegcalongside
English?

The students who supported the use of isiXhodahaides University believed
that the university has the capacity to develop @sel isiXhosa as LOLT because there
are some isiXhosa language professors who havéewnhany books in isiXhosa and
other lecturers in the department of isiXhosa wapo facilitate the development and use
of isiXhosa as LOLT at Rhodes University.

The respondents who were against the use of iseKab&khodes University felt
that this would not be possible because of theilimgiial nature of the university and
because most lecturers and students do not spéékossa. However, a male Law

respondent in the individual interviews suggestet tsiXhosa language training should
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be given to members of staff at Rhodes Universitpider for the use of isiXhosa as
LOLT to become a reality.

Another male student who strongly argued for the ofisiXhosa in the focus
group interview with DET respondents believed tRaibdes University could develop
and use isiXhosa if the university works closelyhwthe isiXhosa Dictionary Unit at the
University of Fort Hare which has resources foXlgisa development. However, a first
year female student felt that it would be more itdasfor the University of Fort Hare,
which is a historically black university, to devpland use isiXhosa rather than Rhodes
University (a more multi-racial university). A feteaScience student believed that it
would not be proper to use isiXhosa in Rhodes Usity¢s multilingual environment,
especially since isiXhosa-speaking students at uhieersity constitute just a small
fraction (12%) of the student population. It wotlds not be practical to develop and use
isiXhosa at Rhodes University. She instead sugdesia English be used for teaching
and each department should have an isiXhosa-sgedkicturer who could assist
isiXhosa-speaking students on a personal levelnerstand difficult issues in their
courses.

Another female respondent from the Sociology Depant (participant in a focus
group interview) who was not in support of usiniXigsa at Rhodes believed that the
use of isiXhosa as LOLT at Rhodes University waaifiéct the international standard of
the university negatively. On the other hand, aenRalitical Science student argued that
Rhodes University focuses too much attention oerirationalisation and fails to cater for
the immediate language needs of isiXhosa speakutgsts in the Eastern Cape where
the university is situated. He believed that the oEisiXhosa would not lower Rhodes
University’s standards, rather it would be benefido isiXhosa-speaking students at
Rhodes University. This view was supported by aenhalw student. He said that Rhodes
University should first develop and use isiXhosatlte university in order to help
isiXhosa-speaking students to improve their peréoroe so that they would be able to
compete internationally, after which the universityan focus attention on
internationalisation.

The findings from these interviews confirm the teswbtained from the
guestionnaire survey. A consistent pattern of raspe is obtained in the questionnaire
(quantitative analysis) which is furthermore simita the responses in the interviews
(qualitative analysis). The results from the guatitie and qualitative analyses reveal

that male respondents, older students, higher lesgdondents, DET students and the
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faculties of Law and Education respondents had rpositive attitudes toward the use of
isiXhosa as LOLT than respondents from previoustivaamtaged schools, females,
younger students, respondents at the lower levetunfy and the remaining faculties. A
detailed discussion on the reasons for the obseadliféetences in responses across the

various groups is provided in the next section)(4.3

4.3 The role of the variables

One of the goals of this research is to examine ti@anature of previous school
attended, gender, age, year of study and fielduolys(i.e. faculty) influence the language
attitudes of isiXhosa-speaking students at Rhodewetsity (cf. 1.2). In section 4.2
above, a consistent pattern of responses has Ibserved across various groups.

Schooling backgroundThe analysis of the questionnaire and interviewltss
show that the students from previously advantadg®d) (English-only LOLT schools
maintained a consistent positive attitude towarel sble use of English as LOLT at
Rhodes University, while the majority of DET stutkeiifrom a bilingual environment)
had more positive attitudes toward the use of ise¢hand a bilingual English/isiXhosa
policy.

The majority of DET respondents in the questiorsmaind interviews favoured
the use of isiXhosa as LOLT at Rhodes Universitgriater to improve their performance.
The schooling background of the respondents hadntbst significant influence on
language attitudes in the study. This variable &lad a direct link to other variables.
Generally positive attitudes were displayed tow#rd use of isiXhosa as LOLT at
Rhodes University by most of the males, older sttelend higher-level respondents
(postgraduate) and Education students. The majorfityhese respondents, however,
attended former DET bilingual schools. They wergerfavourably disposed toward the
use of isiXhosa at Rhodes University than the fesyayounger students, lower level
respondents and students from other faculties valgoshhigher proportion of respondents
that had been to previously advantaged schools.

This finding reveals that the learning environmethtat the respondents came
from had in all likelihood greatly influenced thdanguage attitudes. The respondents
who came from environments where only English wasduas LOLT were more
favourably disposed toward an English-only LOLT ipplat Rhodes than those who
came from learning environments where more isiXheaa used alongside English. The

latter were more favourably disposed to an isiXfBsglish bilingual policy than the
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former. This result is in line with other findingsported on this variable in Baker (1992)
who shows that a bilingual environment in whichctears strongly promoted and used
local languages alongside English tends to prodiuagdents who have more positive
attitudes toward their local languages than those same from a different background
(cf. 2.4).

Gender: The results show that male respondents were nawmaufably disposed
toward the use of isiXhosa as LOLT at Rhodes Usitgthan the female students. The
reactions of a female respondent in the Commemdtiaand a male Law student toward
my research in the interviews further supportedfitngings. This female respondent was
not very enthusiastic about participating in theeimiew and when she eventually came,
it was obvious from her facial expression that sfas not very happy about the idea of
using isiXhosa at Rhodes University. Her questind subsequent comments before the

interview started clearly revealed her attitudeamhthe use of isiXhosa as LOLT:

Why are you doing this research, | don't care weeikiXhosa is used or not.
The use of isiXhosa in teaching at Rhodes will Hart disadvantage Xhosa
students just as it is disadvantaging studentsiiablack schools in the township
and rural areas. English was supposed to be ustedching but our teachers
used 70% isiXhosa and 30% English for teachingwahen | came to Rhodes |

was speaking only 30% English and | had to struggleuch to learn in English.

In the interview with this female respondent, itsmgery clear that she was not
favourably disposed toward the use of isiXhosadacation. She believed that it had a
negative effect on isiXhosa-speaking students feoformer DET background and thus
she would like to study only in English which shedt fhad empowered black students
from former Model C and private schools to copedrethan those from former DET
schools. This student and the majority of the femaitrongly believed that by studying
only in English they would be able to improve theatonomic and social status in society;
a result which confirms Hogg and Abrams’ (1988)wadl as Louw-Potgieter's (1988)
findings on the attitudes of individuals who embarkindividual social mobility in order
to have a positive social identity in society (21fL.2).

On the other hand, the reaction of a male studemard the research is very

warm and encouraging as can be seen from his cotamen
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I'm very glad that those of you in Linguistics degpaent are thinking about this
language issue. It's nice to see Africans who aterésted in research that
concerns the use of African languages at univelsitgl. This is an important
issue that most people do not want to talk abowtish you the best in your

research.

This male student maintained a very positive atéttoward the use of isiXhosa
alongside English as LOLT at Rhodes University atiter universities in South Africa

throughout the interview with him.

Some of the females (especially participants ie thcus group interviews)
showed dittle support for the use of isiXhosa in respois¢he strong arguments of the
males for it. The females were very tentative iaitthhesponses but by the end of the
interviews it could be seen that they were moretdiaably disposed toward the use of
English as LOLT than isiXhosa. The results showt thenales were more interested in
the benefits (communicating effectively in Englestd getting good jobs) that they would
derive from studying in English after graduatindiefefore, they were determined to
work hard to study in English only, even thoughytheknowledged that it was difficult.

On the other hand, the majority of the males comptha lot about the problems
that they experienced in using only English as LOLRe benefits that they would derive
from the immediate use of isiXhosa in improvingitheerformance at Rhodes University
were uppermost in their minds. This was more ingurto the males than the thought of
meeting the challenges that the use of Englishhe multilingual work environment
would present to them after graduating from Rhaddewersity. This is obvious in the
responses of the majority of the males in the Vmeevs.

It is obvious from both the quantitative and quaiite results that the males were
more positive about using isiXhosa in educationnthlhe females, which confirms
findings in the literature on language attitudes: iistance, Milroy (1980) observes that
females have more favourable attitudes toward higteus varieties (e.g. English),
while males are more favourably disposed towardelestatus varieties, i.e. as African
languages (c.f. 2.4). This explains why many of tles were very assertive of their
isiXhosa identity. All those who supported the a$esiXhosa as LOLT believed that it
would facilitate learning. However, the majority thie males also wanted isiXhosa to be

developed and used as LOLT at university level beeahey claimed that it is their
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language and that they were proud of it even thdhgly recognised the importance of
studying in English.

Although these students were attracted to Englstabse of its social status, they
still wanted to maintain solidarity with their gnewy studying in their language. Smit
(1996) notes that the tension between social statdssolidarity is faced in particular by
lower-status groups who contend with two competangguages: the high-status group
variety and the in-group variety (c.f. 2.1.1). Rbese isiXhosa-speaking respondents,
English is the high-status group variety and iassociated with power and prosperity;
while isiXhosa is the in-group variety (lower-statuariety) which is associated with
identity and feelings of solidarity (Smit 1996). iée, this is one of the reasons why they
would like both languages to be used as LOLT atdeBdJniversity. A similar positive
integrative attitude is exhibited toward isiXhosatbe majority of the respondents at the
University of Fort Hare, as shown in Dalvit (2004).

Age:Three age groups were considered in the study @ 7222-25 and 26+). The
results show that the older students (21-25 and Béda a more positive attitude toward
isiXhosa and a possible bilingual English/isiXh@sgicy than the younger students (17—
20). The latter also displayed more positive alttuitoward English in questions eliciting
attitudes toward English in the questionnaire anerviews.

One of the interviewees (a 25-year-old Master'sist in the Computer Science
Department) provided a possible reason for the alofpservation. He noted that most of
the African language-speaking students who attermtedary and secondary schools
during the apartheid era were confined to theiglege groups and studied under poorer
conditions. Thus, they were not very proficientknglish. He was of the view that
students who are coming out of high schools in tlemocratic regime would be more
proficient in English than those of the older geien who attended primary and high
schools during the apartheid era. This respondeggested that any structure that is put
in place to provide isiXhosa support should be mp@rary one, as it would not be
needed in the future. For this student, the impmom of learning conditions in former
DET schools would produce students who are moréigeaot in English. Hence they
would not need isiXhosa support at the univergtel.

Level of studyThe first and second year students (lower levagbaadents) were
more enthusiastic about the use of English tharhifker-level respondents (third year
and postgraduates). The students at the third imel and postgraduate students

displayed more positive attitudes toward the usesidthosa at Rhodes University than
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the lower level students. This is evident in thlegponses to most of the questions. There
are some similarities between the responses oéstadicross the age and level of study
variables. An example of this can be seen in teparses to Belief statement3s{ng

English only for teaching and learning disadvantaddrican studenjs see figures 36.1

and 2 below.
Figure 36.1: Age FiguB®6.2: Level of study
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The graphs above show that the majority of thercdahel higher level respondents
agreed that the use of only English as LOLT disathges African students, while more
of the younger and lower level respondents disalyveéh this idea. The third year and
the postgraduate students were mainly of courseltier students in the survey.

The results on level of study confirm De Klerk’s9gb) findings. Her study
reveals that the lower level students were moredeably disposed toward English than
the higher-level students (postgraduates). Sheestigghat second language speakers of
English in the higher levels of study had low cdefice levels because of the high
standard of English language that these studerdscbatended with in academics at
Rhodes University. A similar pattern is also obsérat the University of Fort Hare and a
possible explanation for this is provided by Dal@004:90), referring here to the lower

level students:

Probably, this group of students’ positive attitsid@vards English were part of a
set of positive attitudes towards the universitparience (new and supposedly,

exciting to most of them) with which the Englisindmage was associated.

However, the interviews reveal that the majoritt\hwher level and older students
had become more comfortable and confident overydaes in using only English as
LOLT than the younger and lower level students deglly first year students from
former DET schools complained much about the chg#le of learning in English only

when they had just arrived at Rhodes University #tus seemingly contradicting De
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Klerk's (1996) analysis. The postgraduate studéelgeved that they now cope better
with using only English as LOLT and that their Begglhas improved over the years, as
they did many research presentations, tutorin@wgl level students and so on. In fact,
none of the postgraduate students would like toisi¥#osa as LOLT atheir level of
study. They claimed that they would have welcomsthsassistance in their first year of
study and recommended the use of isiXhosa as LOAT tlie Extended Studies
Programmes and first year students from former B&Tools who struggle to cope with
the use of only English as LOLT.

This finding from the interviews dovetails with ethfindings in the literature. For
example, Baker (1992) notes that in a bilinguainaittilingual situation, attitudes toward
the higher-status varieties or languages (e.g. igllgbecome more favourable with
increasing age, while attitudes toward the lowattst languages (e.g. African languages)
become less favourable (c.f. 2.4). Related resudt® also obtained at the University of
Fort Hare (Dalvit 2004) and the University of theeStern Cape (Dyers 1999). These
studies show that the students at the higher lesfelgudy were more confident about
their level of English competence. In this case tipen-ended questions used in the
interviews helped to supply important (although sarnat ambiguous) qualitative data
on the postgraduate students’ attitudes at Rhodesgelsity which the questionnaire did
not fully reveal.

Field of study (Faculty)The respondents in this study came from the sinlfees
(Commerce, Education, Humanities, Law, Pharmacy3aidnce) at Rhodes University.
Education and Law respondents displayed more pestdititudes toward the use of
isiXhosa as LOLT than students from the Commeraenéhities, Pharmacy and Science
faculties in the majority of the questions eliagtiattitudes toward isiXhosa, while the
latter were more favourably disposed toward theaidenglish as LOLT than the former.

The Education Faculty had the highest proportiomespondents who came into
late contact (higher primary and high school) vithglish and had a low proportion of
students who would want English to be introducegratschool level. The majority of
the respondents in this faculty maintained veryssient positive attitudes toward
isiXhosa. Their age and the nature of the schdwdé these respondents came from
probably had a significant influence on their atlds (Baker 1992 cf. 2.4). All the
respondents (part-time students) from the Educdtonlty were 26 years and above.
They had all attended formerly disadvantaged DHIosls and were teaching at these

schools too. Many of these teachers were from tingl mreas where much isiXhosa is
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being used. The bilingual (isiXhosa/English) enmir@nt in which these respondents had
been schooled in and were working in had no doubatty influenced their attitudes
toward isiXhosa, as can be seen from their strampart for the use of isiXhosa as
LOLT and a bilingual policy at Rhodes University.

Law faculty respondents were very assertive ofrtigXhosa identity. Their
responses to questions dealing with attitudes twsiKhosa were very positive. They
showed strong support for a bilingual policy at Bé® The Law faculty had the highest
proportion of respondents who felt that it was guesto implement a bilingual policy at
Rhodes University and also encouraged its impleatemt This faculty had the lowest
proportion of respondents who would want Englistbéointroduced at pre-school level
even though a high proportion of them started udnglish at pre-school level. The
highest proportion of respondents who felt thatlgitng in isiXhosa would help them to
obtain a job was found in the Law faculty. This nimeydue to the kind of job that these
students will pursue after graduating, one whicloives a lot of interaction with people
as well as representing them in court.

All the Law respondents (except one) who parti@gan the interviews strongly
supported the use of isiXhosa as LOLT alongsidelisimgt Rhodes. They were very
assertive of their cultural identity as isiXhosaalkers and they often use the following

kinds of expressions in their responses:

IsiXhosa is my language and the language of my lpedpam proud of my

language, isiXhosa is an official language andtshould be developed and used
as LOLT at university level in order to help isiXd@ospeakers to understand their
courses better as the use of Afrikaans at UniyeodiStellenbosch enables mother-
tongue speakers of Afrikaans to learn in their raptongue and have a better

understanding of their courses.

Some of them suggested that more isiXhosa-spealéoturers should be
employed to assist isiXhosa-speaking studentslaatdgiXhosa language training should
be given to non isiXhosa-speaking lecturers at Reddniversity in order for a bilingual
policy to become a reality. This result confirme thindings of Dalvit (2004) at the
University of Fort Hare. The Law profession empbasi“social justice and equity”,

hence the Law students were very assertive andgiyreupported the development and
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use of isiXhosa which was formerly disadvantageteW@rt 2003, cited in Dalvit
2004:93).

Commerce, Humanities, Pharmacy and Science studerts more favourably
disposed toward the use of only English as LOLThttie faculties above. This may be
attributed to the fact that these faculties hadghdr proportion of respondents from
previously advantaged schools, first year and yeursgudents. The majority of these
groups of students had very positive attitudes tdw@nglish in the study. In the
interviews, Commerce students felt that it would dificult to teach Economics and
Accounting in isiXhosa as it would be difficult &xplain some of the technical terms of
these fields in isiXhosa. Similarly, some Scientglents were not in support of the use
of isiXhosa as LOLT at Rhodes because they thodgdht it would not be easy to
translate some scientific words into isiXhosa @&ahmight simply not be isiXhosa words
for such technical terms. The respondents fromStience faculty at the University of

Fort Hare had similar views (Dalvit 2004).

4.4 Summary
On the whole, this study shows that Rhodes Unityesspolicy of using only

English as LOLT is supported by the majority of thepondents for instrumental reasons
(see interview questions 6 and 7). Although somuelesits were favourably disposed
toward a bilingual policy, the practicality of ilmplementation was of great concern to
these students because of Rhodes University’s linglial nature. Hence, the possibility
of a fully-fledged bilingual policy was very remoi the minds of the majority of the
respondents. Even though many students would Hkgd to have bilingual tutorials,
they could not imagine how this would be effectighplemented as the tutorial groups
consist of students from various language groupgsisT bilingual tutor support on a
personal level for isiXhosa-speaking students waggested by some students. Many
students felt that a more practical option woulditbghe provision of exam question
papers and study materials in isiXhosa.

As for the level at which this policy should beplemented is concerned, the
respondents who supported it unanimously suggehltdt should be at first year level
because they believed that students from a DETduill environment struggle a lot to
adjust to using English only as LOLT in their firgear. Therefore, a bilingual

arrangement was recommended for this level to tielm cope better.
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The importance of the various variables in infltieg these various attitudes is
highlighted in the next chapter (c.f. 5.1).
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Chapter 5

Conclusion

5.0 Introduction
This chapter presents a summary of the major fgwliof the research, some

policy implications of the findings and recommenalas for further research.

5.1 Summary of major findings

The main goal of this research was to elicit theions and beliefs of isiXhosa-
speaking students, in order to reveal their awitudoward LOLT issues at Rhodes
University, as well as to determine the influenéea mumber of variables (such as age,
gender, schooling background, level of study amddfiof study) on these attitudes.
Qualitative and quantitative approaches were usegather and analyse the data. The
data was gathered through a survey that employaquestionnaire and interviews
(individual and focus group). The quantitative fesuwere analysed through the
comparison of percentage scores, mean values arstGhre tests, while the interviews
were analysed qualitatively in order to determine beliefs and attitudes expressed in
the responses.

The results revealed that the respondents haserally positive attitude toward
the use of English as LOLT at Rhodes University #rad this was based on instrumental
reasons. There was also a relatively strong pesdattitude toward the use of isiXhosa
alongside English as LOLT. The motivations for thee of isiXhosa at Rhodes
University were associated with instrumental (prityato facilitate learning) and
integrative values.

Furthermore, the results showed that the majofitthe respondents who were
favourably disposed toward the use of isiXhosagdale English did not support a fully-
fledged bilingual policy because of the multilingjumature of the university. Instead, it
was suggested that isiXhosa should be used alandsiglish in a limited capacity,
specifically for exam question papers, tutorialgl atefinitions of discipline-specific
technical terms in order to facilitate learning.

The findings of this research indicated that theous variables (age, gender,
school, level of study and field of study) examinedhe study all had an influence on

the language attitudes of these respondents, oftefirming the findings of other studies
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on language attitudes. For instance, the resutte/esti that theschooling backgroundf
the respondents greatly influenced their languatigudes. Those from previously
advantaged (Model C and Private) English-only LOEk@hools had very positive
attitudes toward an English-only LOLT policy at Ries University. On the other hand,
most of the respondents from formerly disadvanta@&il bilingual schools were
favourably disposed toward a possible bilingualgyobf English and isiXhosa at Rhodes
University (cf. Baker 1992 and 2.4 and 4.3).

The schooling background variable probably had m@ffuence on the other
variables (particularly age, level of study anddief study). The majority of the older
students, higher level respondents and Educationltfastudents had attended DET
bilingual schools and these groups of respondexrpsessed more positive attitudes
toward the use of isiXhosa alongside English atdeisdJniversity than the other groups
of students. Although schooling background is atstanding variable, age is also a
significant variable. The levels of study (thirdayeand postgraduate students) and
faculties (education and law) that had the majonty older students were more
enthusiastic about the bilingual arrangement themnlé¢vels of study (first and second
year) and faculties (Commerce, Humanities, Pharnzaey Science) that had a higher
proportion of younger students. The latter weregwample, more favourably disposed
toward an English-only LOLT policy than the formeihich confirms the findings of De
Klerk (1996), Dyers (1999) and Dalvit (2004).

On the other hand, the interviews suggest thatembitier students were more
positive toward a possible bilingual arrangemenRhabdes University, they were more
confident than the younger (particularly ex-DET)d&nts with regard to their use and
command of English.

Lastly, gender also played a very significant rioléhe distribution of responses.
Supporting the existing literature (for example,Irbly 1980), males were found to
regularly express more positive attitudes thanfdmales toward the use of the low-

status variety in question (i.e. isiXhosa).

5.2 Implications for language policy, and recommenrations for further research

The findings of this research have two implicasiorfirstly for Rhodes
University’s language policy and secondly for naéiblanguage in education policy for
both lower and higher levels. This study shows ¢hailly-fledged bilingual policy may

not be appropriate at Rhodes University becauséhefdiversity of the university’s
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population which most of the respondents acknowdedithe majority of students at
Rhodes University are not isiXhosa-speaking andtmbthe isiXhosa-speaking students
preferred the English-only policy. Furthermore, thajority of respondents who would

want isiXhosa to be used alongside English at Rhiddigversity preferred to have the
greater part of their learning done in English mles to communicate effectively in

English and obtain good jobs. Moreover, the faet tithe majority of the lecturers at
Rhodes University do not speak isiXhosa would atsmplicate matters. Therefore, most
of these respondents felt that implementing a filédgged bilingual policy (which may

involve recruiting more bilingual lecturers and dping isiXhosa materials for all the
courses) for just a few students who indicated ramrést in the arrangement might
amount to a waste of resources.

However, from the findings, some suggestions enteageto how isiXhosa could
be used alongside English to help students fromsaddantaged background. Some
forms of mother-tongue intervention could be usedatilitate learning for isiXhosa-
speaking ex-DET students, in particular bilinguatot support during tutorials, the
provision of English/isiXhosa exam question paerd isiXhosa definitions of technical
terms by departments. Rhodes University shouldycaut research on how this
arrangement could be successfully executed. Théemmgntation of this policy could
start from first-year level and at the Extendeddi&ts Programmes in order to help
students from ex-DET bilingual backgrounds to cbpter in their first year.

Respondents from former DET schools, who strongippsrted the use of
isiXhosa at Rhodes University, noted that it wasywaifficult for them to adjust to
learning in only English in their first year. Thegtributed the high rate of failure and
exclusion common among the ex-DET students to ghidblem and they thought that
bilingual support at first year level would helpriter DET students to improve their
performance and successfully complete their program

Furthermore, since it is the government’'s desirat thistorically advantaged
universities like Rhodes University train more snts from formerly disadvantaged
schools, some form of bilingual structure shouldpbein place to help these students to
successfully complete their first-year level andgpess to other levels of study.

Caution should, however, be exercised in ordertacgenerate conflict as the
majority of the students are from other languageups. Efforts should be made to
employ bilingual tutors so that weak students comlélet these tutors in private for

assistance.
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However, the structures that should be put in ptadeelp these students should
not be permanent ones. The findings of this stumbysthat the majority of the younger
students who recently came out of high schools weves favourably disposed toward
the English only policy at Rhodes University, ngore than the older students (especially
the part-time students from the Education departingho attended high schools during
the apartheid era when the quality of education suggposedly poorer. If government’s
interventions to improve the quality of educatiaritee lower level produce students who
are better able to cope at the university levelesmf the above-mentioned structures
might become increasingly unnecessary.

The argument of Foley (2004) is relevant here. Hpu@s that the government
should focus more attention on improving Englishglaage competence and the quality
of education in general at primary and secondawel$e of education, so that the
matriculants who come out of high schools wouldehagquired skills that would enable
them to succeed at a higher education level.Hoed that this would be more beneficial
to students than the “last-minute intervention teyees” that the Department of
Education is encouraging higher institutions toipytlace in order to help students from
formerly disadvantaged background to succdsd:{).

Therefore, a more comprehensive nationwide sttittyeahigh-school level would
provide better direction for future language palitanguage-attitude research would
help to ascertain the background and needs oktradrs which in turn would enable the
Department of Education to plan the right interi@mt that may help the learners to
succeed at the lower and higher levels of educafibis should of course be done on a
regular basis.

Further language-attitude research is also neatlde tertiary level of education
in order to determine the right university envir@mh for particular mother-tongue
intervention strategies. For instance, a specifigarsity in a province could develop the
major African language of that province so thatlsits who may be interested in using
their L1 could receive full mother-tongue suppartsach a university. It may not be
possible to develop the local languages in alluhiversities given the huge resources
that may be involved in doing so and given thatsamiversities’ environment may lend
itself to the more adequate promotion of the dgumlent of local languages than others.

The findings of this study show that a highly miimgual university like Rhodes
University may not be the appropriate environmemtdevelop isiXhosa and use it

alongside English in a fully-fledged bilingual argement, mainly because of the
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relatively small number of isiXhosa-speaking studest Rhodes University. IsiXhosa-
speaking students at Rhodes University constituly a small fraction of the student
population (12%) and besides, a high proportiotheke students preferred studying in
English only because of the socio-economic benefisociated with knowledge of
English. Moreover, the majority of respondents wiould want isiXhosa support

preferred a partial bilingual arrangement, as tleyld want to develop their proficiency
in English and also felt that the multilingual n&uwf Rhodes University would not

encourage a fully-fledged bilingual policy.

On the other hand, the University of Fort Hare ldoprobably be a more
appropriate environment for the development of gi¥a than Rhodes. Dalvit (2004)
shows that the majority of students (about 80%}hat University of Fort Hare are
isiXhosa-speakers and much isiXhosa is used infilyraad in academia. Some students
at this university believed that there was an imi@r bilingual arrangement already in
place, since isiXhosa is used in tutorials, grougcussions and at lectures (where
isiXhosa-speaking lecturers code-switch to expMdifficult English concepts). Thus,
implementing a formal bilingual arrangement may pose much difficulty there. The
language-attitude research results from this usityeshow that a higher proportion of
respondents at the University of Fort Hare werefident about their isiXhosa
proficiency and were more enthusiastic about the afsisiXhosa alongside English as
LOLT than respondents at Rhodes University.

Furthermore, the University of Fort Hare has aKhesa dictionary centre and
plenty of other resources for the development fhissa. Overall, this university has
more potential to develop and implement a fullydfed bilingual English/isiXhosa

policy than Rhodes University.

5.3 Conclusion

The objectives of this study have been achievealtfh the various methods that
were used to gather and analyse the data. Thetajuediresults (individual and focus
group interviews) generally confirmed the resuftsh@ quantitative data (questionnaire)
and provided further insights into what the studeetlly had in mind with regard to the
use of isiXhosa at Rhodes University. The findinf§ghis language-attitude research at
Rhodes University revealed that while a high prtiparof the respondents would want
the English-only policy to continue the way it @& finstrumental reasons, others would

welcome the use of isiXhosa alongside English aidek University. An analysis of the
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various variables which influence language attitutlas revealed that a high proportion
of the former are young, female and from previowslyantaged schools, while a high
proportion of the latter are old, male and ex-DE3pondents.

Although the majority of the respondents who sufgzba bilingual arrangement
did not think that a fully-fledged policy would lpactical because of the multilingual
nature of the university, the areas (exam quegp@pers, bilingual tutor support and
definitions of technical terms) that they identfi@s feasible to implement should be
explored. The respondents who supported a posdibiegual policy at Rhodes
University spoke very passionately about the nemdniother-tongue intervention in
order to facilitate learning. Since one of the objes of Rhodes University’s language
policy is to advance the “academic viability andtss” of isiXhosa (one of the major
languages in the Eastern Cape Province), it seenessary to take into consideration the
language needs of these isiXhosa-speaking formdr i2Epondents (Rhodes University
2005:2). Rhodes University should thus conduchinrtresearch in order to explore how
isiXhosa could be used alongside English in thasatlat these students have identified.

A further research may also be conducted to asoewthether the attitudes of
these students (especially younger students dr yfegar students) would change over
time. Such a longitudinal language-attitude studgyrhelp to determine whether the
reasons provided for the observed differences antomgarious variables considered in

this study would be consistent over time.
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Appendix 1: Questionnaire

This questionnaire is part of a Master’s thesigeaesh project in Linguistics and Applied
Language Studies at Rhodes University. The devedopnof African languages as
languages of learning and teaching in higher edwtanstitutions is encouraged in
various higher education language policies. Th@@sg of this survey is to find out what
isiXhosa-speaking students’ perceptions are absiutguisiXhosa as a language of
learning and teaching alongside English at Rhodes/dusity. It would be highly
appreciated if you could spend a few minutes cotimgehe questionnaire. There is also
an isiXhosa version of this questionnaire attaqipeges 6-10).

UMBUZO-PHANDO

Le yinxalenye yophando Iwesifundo see-mastazi Kwasde-Lingwistiki nee-Lwimi

eRhodes Yunivesiti. Uphuhliso IweelLwimi zesintu iknkundo ephakamileyo yinto
ekhuthazayo leyo. Injongo yoluphando kukufumanabdnmo zabafundi malunga
nofundiso IwesiXhosa kwakunye nesiNgesi eRhodesivésiti. Ingancomeka into
yokuchitha imizuzu embalwa uzalisa lefomu yolupfanddkhona omnye umbuzo-
phando wesiNgesi oncanyathelisiweyo (iphepha 2-5).

13C



SECTION 1: PERSONAL INFORMATION

PLEASE TICK THE RIGHT OPTION

Age 17-20C] 21-Z— ] 26ando[]
Gender. Male[ ] Femal{ ]

School attended Former Model CL_1 Former DET/townshipaiLL:I

Private[____| Former House of Delegal___]

Former Housepfesentativ(___|

Level of study at Rhodegqe.g. first year €C.)......coviuii i e e e

What are YOU SEUAYING?. ... .eeeeieeieeee e eiiieie e e e s sttt e 222 e st bae e e e e eannsnsneeeeesannnnannneens

NaME Of FACUILY: .ot e e e e e

SECTION 2

PLEASE TICK THE OPTION THAT EXPRESSES YOUR VIEW

Strongly
agree

Agree

Not
sure

Disagree

Strongly
disagree

1. My isiXhosa is good enough to study in at
university.

2. My English is good enough to cope with
university studies.

3. Using only English for teaching and learni
disadvantages African students.

4. Speakers of African languages experienc
problems in using English as a language of
learning and teaching.

D

5. IsiXhosa-speaking students should receiv

their tutorials and study notes in their mothef-

tongueand English at Rhodes university.

e

6. IsiXhosa and other African languages sha

be developed to the point where they can be

uld

used for teaching and learning at the university.

7. 1t should be made compulsory for everybg
coming to Rhodes University to study isiXho
as a subject.

dy
Sa

8. Written isiXhosa is different from the type
of isiXhosa | speak.

9. IsiXhosa-speaking students would
understand their courses better if departmen
were to make isiXhosa definitions of technic
terms available.

ts
al
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Strongly | Agree | Not | Disagree
agree sure

Strongly
disagree

10. I would like to study all my courses at the
university in EnglisrandisiXhosa.

11. If both EnglistandisiXhosa question papers
were provided in the exams it would help Xhosa
students to understand the questions better.

=)

12. At university, I'd rather study some things i
isiXhosa and learn how to translate my

knowledge into English, than learning everything
in English.

13. I would like to be able to use isiXhosa during
discussions in tutorials.

14. The use of isiXhosa in tutorials would enahle
me to understand my subject much better.

15. 1 would like my tutors to be able to speak
isiXhosa.

16. 1 would like my lecturers to be able to speak
isiXhosa.

17. Rhodes University should ulsath English
andisiXhosa as languages of learning and
teaching.

SECTION 3
PLEASE TICK ONE OPTION

18. | started using English as a language of legrand teaching:
o in pre-school

in lower primary school (grades 1-3)

in higher primary school (grades 4-7)

in high school

at Rhodes

0O 00D

19. English should be introduced as the languadeaofing and teaching:
from the very beginning

during lower primary school

during higher primary school

in high school

at university

0O0ODDDOD

teaching

it should just be studied as a subject and notskd as a language of learning and

20. I think that usindpoth EnglishandisiXhosa as languages of learning and teachifthatles is:

o possible, and should be done
o possible, but should not be done
o impossible
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SECTION 4

YOU MAY TICK MORE THAN ONE OPTION IF YOU SO DESIRE

21. If isiXhosa is used to learn and teach in aid®is University:
o it would not be a problem: isiXhosa can be useekjaress academic ideas
o new technical terms in isiXhosa should be developed
o English technical terms could be explained in i€i¥d
o IsiXhosa cannot be used to explain technical id¢adse university

22. Studying in isiXhosa is important because:
o IsiXhosa is an official language
o IsiXhosa will help me to get a job
o IsiXhosa is the language of my people
o IsiXhosa will help me if | study further
o | do not think it is important at the universityéd

23. To study in isiXhosa:
o would make me feel more confident
o would help me understand things better
o would help me get higher marks
o it would not help me at all

24. If isiXhosa could be used to learn and teackt iRhodes University, at what stage
should it be used?
o first year only

all the undergraduate levels

postgraduate levels

all the levels so that isiXhosa students can lgatheir mother-tongue

it should not be used at Rhodes

0O 00O

25. English is the language of:
international contact
division

ambition

liberation

tertiary education
oppression

national unity

0O0DD0ODDDDD

26. When | speak English to an English native speak
o |try to sound like an English native speaker
o I'm proud of my isiXhosa accent
o |don’t care about my accent

27. At Rhodes University, isiXhosa should be udedgside English as a language of
learning and teaching in the faculties of:
o Commerce
o Education
o Humanities
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Law

Pharmacy
Science

all the faculties
none

OO0 O0OOD0D

28. If isiXhosa is used alongside English as auage of learning and teaching at

Rhodes University:
o the standard of teaching will decline

0O D DD

it will open up new areas of research
the number of students will decrease
more isiXhosa students will be able to go to Rhodes
it will affect the international status of Rhode=gatively

29. If both EnglishandisiXhosa are used for teaching, isiXhosa-speagmguates from

Rhodes University:

o will have a better understanding of the topics thaye studied
will still speak English as well as they do now

Q
o will have more problems finding a job
u]

will have more problems continuing their studiesoaill

Please use the space below for any additional cortsnyeu would like to give.

Kindly provide your contact details if you would kweme a follow-up discussion.

Name: -- e mmmmmmmmmmemmmmmmmmee e mmm e e e e e e e
Telephone NO: ==-=-=-mmmmmmm e
Email: e e e

Address in Grahamstown:

Thank you for participating in this survey.

Philomina Aziakpono
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UMBUZO-PHANDO

Le yinxalenye yophando Iwesifundo see-mastazi Kwasée-Lingwistiki nee-Lwimi

eRhodes Yunivesiti. Uphuhliso lweeLwimi zesintu ikundo ephakamileyo yinto
ekhuthazayo leyo. Injongo yoluphando kukufumanabomo zabafundi malunga
nofundiso IwesiXhosa kwakunye nesiNgesi eRhodesivégiti. Ingancomeka into
yokuchitha imizuzu embalwa uzalisa lefomu yoluplandkhona omnye umbuzo-
phando wesiNgesi oncanyathelisiweyo.

ISIGABA SOKUQALA: INKCUKACHA NGAWE

NCEDA UTIKISHE EYONA NDAWO IFANELEKILEYO

Iminyaka : 17-20
21-25
26 +
Isini : Iduna | Isikhomokazi | |

Isikolo ebendifunda kusa Ebesifudula singu-Model ] Ebesifidsiphantsi
kwesebe leMfundo noQeqgesho/Elokishini/emaphand—=— Isikolo eS|Z|meIeyq:|
Indlu yamaNdiyal—] Indlu yabeBali—] Apa..............

Unyaka OKUWO ERNOAES. .........oii i e e e
Wenza eSiphi iSIfUNAO. ... e e

[gama |€CaNdEIO ........o o e e e e
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ISIGABA SESIBINI

NCEDA UTIKISHE EYONA ICHAZA 1ZIMVO ZAKHO KWEZ|

ZILANDELAYO

Ndiyavuma
kakhulu

Ndiyavum:

Andiginisekanga

Andivumi

Andivumi tu

=

IsiXhosa sam silungele ukuya eYunivesiti

N

. Andinangxaki nesiNgesi ndingafunda
eRhodes

Ukufunda ngesiNgesi gha kuyingxaki
kwabaMnyama

4.

Abantetho isisintu banengxaki
esiNgesini.

. Makufundiswe ngesiXhosa nangesiNgesi

. Makuphuhliswe iilwimi zesintu.

IsiXhosa masinyanzeliswe eRhodes.

. IsiXhosa esibhalwayo sahlukile kwintetho.

5
6
7.
8
9

. Abantetho isisiXhosa bangatsala lula ukuba
kungakho inkcazelo zamagama ayingxaki.

1

0. Ndingwenela ukufunda zonke izifundo zam
ngesiNgesi nangesiXhosa.

1

1. Ukuba amaphepha ebesetwe ngesiNgesi
nangesiXhosa abantetho isisiXhosa
bangagonda lula.

1

2. E-Yunivesiti ezinye izinto kungangcono xa
zinokufundwa ngesiXhosa ndinganakho
ukuguqulela ezinye izinto esiNgesini.

1

3. Kungangcono xa ndinokuxoxa ngesiXhosa
xa kuxoxwa ezifundweni.

14. Ukusetyenziswa kwesiXhosa kungabangela

ndifunde lula.

15. Ndingavuya xa abahlohli bangakwazi

ukuthetha isiXhosa.

16. Kwakhona ndingavuya abahlohli bam xa

benokuthetha isiXhosa.

17. I-Rhodes kungangcono xa inokusebenzisa

isiNgesi nesiXhosa ekufundeni
nasekufundiseni.
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ISIGABA SESITHATHU

NCEDA UFILISHE INDAWO IBENYE

18. Ndagala ukusebenzisa isiNgesi:
Ekhritshi

Kumabanga aphantsi (inganaba 1-3)
Kumabanga aphakamileyo (inqanaba4-7)
Kumabanga aphezulu

E-Rhodes

19. IsiNgesi singasetyenziswa ekufundeni nasekifend
Xa ugala ngga ukufunda

Kumabanga aphantsi

Kumabanga aphakamileyo

Kumabanga aphezulu

E-Yunivesiti

Masifundwe nje singabi lulwimi elenzelwe
ukufunda nokufundisa

20. Ukusetyenziswa kwesiXhosa nesiNgesi eRhodegyagifundo
nokufundiswa kungafaneleka
Kufanelekile, makughutywe
Kufanelekile, makungaghutywa
Akufanelekanga

Nceda nika izizathu ngempendulo yakho:

21. Ukuba isiXhosa singafundwa sifundiswe eRhodes:
Ayinakuba yingxaki:lsiXhosa singasetyenziswa
ekuphuhliseni ubungcaphephe kwezemfundo
Amagama amatsha esiXhoseni angaphuhliswa
Amagama angatolikekiyo esiNgesini angakwazi
ukucaciseka esiXhoseni

IsiXhosa asinakukwazi ukuwacacisa la magama




ISIGABA SESINE

UNGATIKISHA ZIBENINZI UKUBA UYAFUNA

22. Ukufunda ngesiXhosa kubalulekile ngezizizathu:
IsiXhosa lulwimi lwasebuRhulumenteni.
IsiXhosa singenza ndifumane umsebenzi.
IsiXhosa lulwimi lwabantu bam.
Singandinceda ukughuba izifundo zam.
Andigondi ibalulekile eYunivesiti.

23. Ukufunda ngesiXhosa:

Kungandenza ndizithembe.

Kungenza ndigonde msinyane.

Kungenza ndifumane amangaku aphezulu.
Ayinakundinceda kwaphela loo nto.

24. Ukuba isiXhosa singafundwa eRhodes kwesipbaisa?
Kwisigaba sokugala gha.

Kubo bonke abangekafumani zidanga.
Kwasebenezidanga.

Kuzo zonke izigaba ukwenzela abantetho
isisiXhosa bafunde ngolwimi Ilwabo.
Masingasetyenziswa eRhodes.

25. IsiNgesi lulwimi lo/lwa:
Qhagamshelwano lwezizwe ngezizwe.
Lweyantlukwano.
Lwamabhongo/mampunge.
Lwenkululeko.

Lwemfundo ephakamileyo.
Lwengcinezelo

Lokudibanisa iintlanga-ngeentlanga

26. Xa ndithetha isiNgesi kwabantetho isisiNgesi:
Ndiziva ndifana twatse nentetho isisiNgesi
Ndiyazingca ngolwimi lwesiXhosa
Andikhathalele ukuba ndivakala njanina xa
ndithetha isiXhosa

27. ERhodes isiXhosa masisetyenziswe ngokulinganasiNgesi kula manganaba:
Ikhomesi

Kwicandelo lwezeMfundo
Kwezobuntu (Mumanities)
Kwezomthetho

Kwifamasi

Kwezobugqi

Kuwo onke amanganaba (faculties)
Nakanye
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28. Ukuba isiXhosa singasetyenziswa ngokulingamsgNgesi eRhodes:
Izinga lezifundo liyakuhla.

Ingavula amathuba ophando.

Amanani abafundi ayakuhla.

AbaNtsundu bangafumana amathuba okufunda
eYunivesiti.

Ingachaphazela ubume bamazwe ngamazwe
eRhodes kakubi.

29. Ukuba isiXhosa nesiNgesi zingasetyenziswa, edanga zaseRhodes banga:
Nolwazi lwezihloko ezifundwayo
Bangathetha isiNgesi njengokuba besenze
ngoku

Banganeengxaki zokufumana imisebenzi
Banganeengxaki zokufunda phesheya
kweelwandle

Nceda usebenzise esisithuba singezantsi ukunikevizzakho:

Nceda usinike iinkcukacha zakho ukuba uyafuna wdiiovndlebe kwakhona.

T =g 0 =
INOMDOI0 YOMNXEDA © . .e e
FEM@IL <. e e

Idilesi yakho €RNINI & ... e

ENKOSI NGOKUZIDINA
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Appendix 2: Interview questits

. How old are you?
. What kind of school did you attend befooening to Rhodes University?

What languages were used for teaching?

. When did you first come into contact withglish in your education?

What course/s are you majoring in?

. What motivated you to come to Rhodes ©rsiy?

6. What do you feel about Rhodes Universipolicy of using only English as the

8.
9.

language of learning and teaching?

Would you like isiXhosa to be used alongside Eigéis language of learning and
teaching at Rhodes University? Why?

Do you think that your English is good enough tpewith university studies?

Has your English improved since you came to Rhodes?

10.To what extent would you like isiXhosa to be useBRlodes? (Study materials,

tutorials, exam question papers or used as a lgegofadearning and teaching

alongside English).

11.Do you experience any problem in using Englisthasoinly language of learning

and teaching at Rhodes?

12. At what levels of study would you want isiXhosa®used? (e.qg. first year, etc.)

13.Do you think that Rhodes University has the capaoitdevelop and use isiXhosa

as a language of learning and teaching alongsidédaf
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Appendix 3: Chi-squartest results

Gender

Belief . L
siate- sA |a NS D SO |Total gc?tllare |; P-value f;%rt‘,':'
1 |Male [[52 27 15 9 5 108 | [9.31 4 [[0.050 [ves
| | 148.15% [25.00% [13.89% (8.33% [4.63% || | | [ |

| IFemale |50 45 27 25 113 1160 | | [ |

| | 31.25% |28.13% |16.88% [15.63% [8.13% | | | [ |

| | 02 [72 42 34 18 268 | | [ |

I I I I I I I I Ll [ ]] I

2 Male |41 55 110 1 1 1108 | 715 [4 [jo.128 |No
| | 37.96%(50.93% [9.26% [0.93% 0.93% || | | [ |

| [Female [78 69 8 5 o 160 || | [ |

| | 48.75%[43.13% [5.00% [3.13% |(0.00% || [ | [ |

| | 119 [124 |18 6 1 268 | | [ |
| I I I I I L []] I

3 Male |20 34 29 118 7 1108 | [823 [4 [[0.085 |[No
| | 118.52% [31.48% |26.85% |16.67% |6.48% | | | [ |

| IFemale |17 54 31 43 115 1160 | | [ |

| | 110.63% [33.75% |19.38% [26.88% [9.38% | | | [ |

| | 37 88 60 61 22 268 | | [ |

I I I I I I I I Ll [ ]] I

4 lmale |20 39 29 116 4 108 | l6.41 4 lf0.171 |No
| | 118.52% [36.11% |26.85% |14.81% [3.70% | | | [ |

| [Female |16 65 44 21 114 1160 | | [ |

| | 110.00% [40.63% |27.50% [13.13% [8.75% | | | [ |

| | 36 104 |73 137 118 268 | | [ |
| I I I I I L []] I
5 |Male [31 22 20 119 116 1108 | [11.20 4 [0.024 [Yes
| | 28.70% [20.37% [18.52% |[17.59% [14.81% | | | [ |

| Female/[21 [33 33 a3 3o 160 | | [ |

| | 13.13% |20.63% |20.63% |26.88% |18.75% | | | [ |

I I 52 55 53 62 a6 268 | | [ ]] I
| I I I I I L [l I
6 [male 43 35 113 9 8 108 | 057 [4 [[o.048 |Yes
| | 139.81% [32.41% [12.04% (8.33% [7.41% | | | [ |

| IFemale 39 54 30 125 112 1160 | | [ |

| | 24.38% [33.75% |18.75% [15.63% [7.50% | | | [ |

| | 82 189 43 34 20 268 | | [ |
| I I I I I L [l I

7 |male 17 19 29 27 16 108 | [10.73 [4 [[0.030 ||Yes
| | 15.74% [17.59% [26.85% [25.00% [14.81% | | | [ |

| [Female [13 23 31 49 44 1160 | | [ |

I Ll I

| 18.13% [14.37% |19.38% [30.63% (27.50% |

[l
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| 24.07% [43.52% [14.81% [12.04% 5.56%

|

[l

| | 30 42 60 76 60 268 | | [ |
Ll | | | | | L [ ]] |
8 [male a2 36 110 114 6 108 | l622 |4 l[o.184 |[No
| | 38.89% (33.33% (9.26% [12.96% [5.56% | | | [ |
| [Female |69 54 21 114 2 160 | | [ |
| | 143.13% [33.75% [13.13% (8.75% [1.25% | | | [ |
| | 111 |90 31 28 8 1268 | | [ |
| | | | | | | | Ll [ ]] |
9 Male 33 137 24 8 6 108 | [11.44 4 [[0.022 [Yes
| | 130.56% (34.26% [22.22% [7.41% [5.56% | | | [ |
| [Female [29 47 42 30 12 160 | | [ |
| | 18.13% [29.38% [26.25% [18.75% |7.50% | | | [ |
| | 62 84 66 38 18 268 | | [ |
| | | | | | | | Ll [ ]] |
10  |male (|23 33 116 24 112 1108 | [25.05 [4 [[0.000 |Yes
| | 21.30% [30.56% |14.81% [22.22% [11.11% | | | [ |
| [Female |8 32 35 57 28 60 [ | [ |
| | 15.00% |[20.00% |21.88% (35.63% (17.50% | | | [ |
| | 31 65 51 81 40 1268 | | [ |
| | | | | | | | Ll [ ]] |
11 |male 40 36 118 110 4 108 | [14.34 4 [0.006 [Yes
| | 137.04% [33.33% |16.67% [9.26% [3.70% | | | [ |
| [Female [27 68 36 23 6 160 | | [ |
| | 16.88% [42.50% [22.50% [14.37% [3.75% | | | [ |
| | 67 104 |54 33 10 268 | | [ |
| | | | | | | | Ll [ ]] |
12 |male |21 31 20 29 7 1108 | [19.04 [4 [[0.001 |Yes
| | 19.44% |28.70% |18.52% |26.85% (6.48% | | | [ |
| IFemale |9 137 46 43 25 1160 | | [ |
| | 5.63% [23.13% [28.75% |26.88% |15.63% | | | [ |
| | 3 68 |e6 72 32 268 | | [ ]] |
| | | | | | | | Ll []] |
13 |Male |27 38 22 114 7 1108 | l868 [4 [[0.070 [[No
| | 25.00% (35.19% |20.37% [12.96% |6.48% | | | [ |
| [Female [25 50 33 42 10 160 | | [ |
| | 15.63% [31.25% |20.63% [26.25% |6.25% | | | [ |
| | 52 88 55 56 117 268 | | [ |
| | | | | | | | Ll [ ]] |
14 |Male |26 137 22 116 7 1108 | 633 [4 [[0.176 |No
| | 124.07% [34.26% |20.37% (14.81% |6.48% | | | [ |
| [Female |22 50 43 31 114 1160 | | [ |
| | 13.75% [31.25% [26.88% [19.38% [8.75% | | | [ |
| | 48 87 65 47 21 268 | | [ |
| | | | | | | | Ll []] |
15 |male |26 47 116 113 6 1108 | 530 4 [f0.257 [|No
I Ll I
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| [Female [25 63 34 25 13 1160 | | [ |

| | 15.63% |39.38% [21.25% [15.63% (8.13% | | | [ |

| | 51 110 |50 38 19 268 [ || [ |

L I I I I I Ll [l I

16  |Male |21 140 20 119 8 1108 | [3.42 4 [[o.489 [No

| | 19.44% |37.04% |18.52% [17.59% |7.41% | | | [ |

| IFemale |24 50 43 31 112 1160 | | [ |

| | 115.00% |31.25% (26.88% |19.38% |7.50% | | | [ |

L 45 joo 3 50 20 268 | | [l |

L I I I I I LI [l I

17 |Male [32 31 21 114 110 1108 | [10.28 [4 [[0.036 ||Yes

| | 29.63% [28.70% [19.44% [12.96% [9.26% | | | [ |

| [Female |[25 49 32 39 15 1160 | | [ |

| | 15.63% [30.63% |20.00% [24.38% (9.38% | | | [ |

| | 57 80 53 53 25 1268 | | [ |

L I I I I I L Ll [l I

18  [male 16 a1 29 16 6 08 [ fo50 [4 [[0.050 [[ves

| | 114.81% [37.96% |26.85% (14.81% |5.56% | | | [ |

| IFemale |42 69 30 115 4 1160 | | [ |

| | 26.25% |43.13% |18.75% (9.38% [2.50% | | | [ |

| | 58 110 |59 31 110 268 | | [ |

| | IBEG [LPS |HPS | HS | UNI | suB| Total [ |

19 |mMale (|73 23 7 11 0 4 108 [3.20 5 [[0.669 [[No
67.50% 21.30% (6.48% (0.93% 0.00% | "° r

| [Female [110 33 5 1 1 10 |60 | [ |
68.75% [20.63% [3.13% (0.63% (0.63% o> r

| | 1183 |56 112 2 1 114|268 | [ |

| | \PSBD |PSNBD| IMP | Total | | | | [ |

20 |Male |66 24 118 08 | | | [14.12 2 J0.000 [Yes

| | 61.11%[22.22% [16.67% | | | [ ] [ |

| Female[61  [63 36  [160 | | [ ] [ |

| | 38.13% [39.38% 22.50% | | | | | [ |

L 127 |87 54 (268 | L[ [l I

Schooling background

thgI:f School [SA  |A NS D s [Total ‘ gc';lijgre |; P-value f;?]rt‘,'f'

ments

11 PA |16 24 113 115 8 76 | (1552 4 [0.004 [[Yes

| | 21.05% |31.58% |17.11% |19.74% |10.53% | | | [ |

| DET g6 [a8 29 o 10 192 | | [ |

| | 144.79% |25.00% |15.10% |9.90% [5.21% | | | [ |

| | 102 |72 42 34 118 1268 | | [ |

I I I I I I I L []] I

2 PA |57 117 2 0 0 76 | l40.87 [4 [0.000 [Yes
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75.00% [22.37% [2.63% |0.00% |0.00% |

]

I L] I
| |DET |62 107 |16 6 1 192 | | [ |
| | 132.29% [55.73% [8.33% (3.13% [0.52% || | | [ |
| | 119 [124 |18 6 1 268 | | [ |
I I I I I I I L []] I
3 PA 4 24 24 18 6 76 | 9.71 4 [0.046 [Yes
| | 5.26% [31.58% [31.58% [23.68% |7.89% | | | [ |
| DET 33 64 36 a3 [16 192 | | [ |
| | 117.19% (33.33% |18.75% [22.40% (8.33% | | | [ |
I I 37 s8  |eo 61 22 268 | | [l I
I I I I I I I L []] I
4 PA |7 23 26 12 8 76 | (789 4 [[0.096 [[No
| | 19.21% [30.26% [34.21% [15.79% (10.53% | | | [ |
| [DET |29 81 47 125 110 1192 | | [ |
| | 115.10% [42.19% [24.48% [13.02% [5.21% | | | [ |
| | 36 104 |73 137 118 268 | | [ |
I I I I I I I L [l I
5 PA 8 112 25 118 113 76 | [14.71 [4 J[o.005 |Yes
| | 110.53% [15.79% [32.89% |23.68% (17.11% | | | [ |
| [DET |[44 43 28 44 33 192 || | [ |
| | 22.92% [22.40% |14.58% [22.92% (17.19% | | | [ |
| | 52 55 53 62 46 268 | | [ |
I I I I I I I L [ ]] I
6 PA 14 23 22 111 6 76 | 16.72 4 [0.002 [No
| | 18.42% [30.26% |28.95% (14.47% [7.89% | | | [ |
| |DET |68 66 21 23 114 1192 | | [ |
| | 35.42% [34.38%(10.94% (11.98% [7.29% | | | [ |
| | 82 89 43 34 20 268 | | [ |
I I I I I I I L [l I
7 PA 6 10 13 22 25 76 | [8.03 4 [[0.091 |[No
| | 7.89% |13.16% [17.11% |28.95% (32.89% | | | [ |
| [DET |24 32 47 54 35 192 | | [ |
| | 112.50% |16.67% |24.48% [28.13% (18.23% | | | [ |
| | 30 42 60 76 60 268 | | [ |
I I I I I I I L []] I
8 PA 25 28 16 5 2 76 | 12.01 4 [[0.017 [Yes
| | 132.89% [36.84% |21.05% |6.58% [2.63% | | | [ |
| |DET |86 62 115 23 6 1192 | | [ |
| | 144.79% [32.29% [7.81% [11.98% [3.13% | | | [ |
| | 111 |90 31 128 '8 1268 | | [ |
I I I I I I I L [l I
9 PA |7 20 29 114 6 76 | [19.20 [4 [[0.001 |Yes
| | 9.21% [26.32% [38.16% [18.42% |7.89% | | | [ |
| [DET |55 64 37 24 12 192 | | [ |
| | 28.65% [33.33% [19.27% [12.50% [6.25% | | | [ |
| | 62 84 66 38 118 268 | | [ |
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]

I L] I
10 |PA 3 111 118 29 115 76 | (1457 4 [0.006 [Yes
| | 13.95% |[14.47% (23.68% (38.16% [19.74% | | | [ |
| [DET |28 54 33 52 25 192 | | [ |
| | 14.58% [28.13% [17.19% [27.08% [13.02% | | | [ |
| | 31 65 51 81 40 268 | | [ |
I | I I I I I L [ ]] I
11 PA |9 29 119 114 5 76 | [14.12 4 [[0.007 [Yes
| | 11.84% (38.16% |25.00% [18.42% (6.58% | | | [ |
| DET [s8  [75  [as  [19 5 192 | | [ |
| | 130.21% |39.06% |18.23% |9.90% [2.60% | | | [ |
| | 67 104 54 33 10 [[268 | | [ |
I | I I I I I L [ ]] I
12 |pA |2 111 125 21 117 76 | 2454 [4 l[0.000 |Yes
| | 12.63% |[14.47%(32.89% (27.63% [22.37% | | | [ |
| [DET |28 57 41 51 115 192 | | [ |
| | 14.58% [29.69% (21.35% [26.56% |7.81% | | | [ |
| | 30 68 66 72 32 268 | | [ |
I | I I I I I L [ ]] I
113 PA 8 117 21 23 7 76 | [16.29 [4 [[0.003 |Yes
| | 110.53% [22.37% [27.63% [30.26% |9.21% | | | [ |
| [DET |44 71 34 33 110 192 | | [ |
| | 122.92% [36.98% [17.71% [17.19% [5.21% | | | [ |
| | 52 88 55 56 17 268 | | [ |
I | I I I I I L []] I
14 |pPA 6 113 126 117 114 76 | [3a.66 [4 [[0.000 |Yes
| | 17.89% [17.11% (34.21% [22.37% (18.42% | | | [ |
| |DET |42 74 39 30 7 192 | | [ |
| | 21.88% (38.54% |20.31% [15.63% [3.65% | | | [ |
| | 48 87 65 47 21 268 | | [ |
I | I I I I I L [ ]] I
15  [pPAa 7 23 25 111 110 76 | [25.42 [4 [[0.000 |Yes
| | 19.21% [30.26% [32.89% (14.47% [13.16% | | | [ |
| [DET |44 187 25 27 9 192 | | [ |
| | 22.92% [45.31% [13.02% [14.06% |4.69% | | | [ |
| | 51 110 50 38 19 268 | | [ |
I | I I I I I L []] I
16 |PA |7 117 29 117 6 76 | [18.10 [4 [[0.001 ||Yes
| | 19.21% [22.37% |38.16% [22.37% (7.89% | | | [ |
| [DET |38 73 34 133 114 1192 | | [ |
| | 119.79% [38.02% |17.71% [17.19% [7.29% | | | [ |
| | 45 90 63 50 20 268 || | [ |
I | I I I I I L [l I
117 PA |6 118 24 116 112 76 | (2258 [4 [[0.000 |Yes
| | 17.89% [23.68% [31.58% [21.05% [15.79% | | | [ |
| [DET |51 62 29 137 113 192 | | [ |
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126.56% [32.29% |15.10% |19.27% (6.77%

| I L |

| | 57 180 53 53 25 268 | | [ |

I I I I I I I L[ [l I

18 |PA |36 29 9 2 0 76 | l48.93 [4 [0.000 [Yes

| | 147.37% [38.16% [11.84% [2.63% [0.00% || | | [ |

| DET 22l o 29 o 192 | | [ |

| | 111.46% |42.19% |26.04% [15.10% [5.21% | | | [ |

| | 58 [110 9 31 10  [268 | | [ |

| | BEG [LPS |[HPs [ Hs [ uNl [ Sug| Totl [l |

19 |PA 53 20 0 0 1 2 |76 [1096 [5 [[0.050 [[ves
69.74% |26.32% |0.00% [0.00% [1.32% ;}63 I7

| DET 130 36 12 2 o 12 [192 || [ |
67.719% [18.75% (6.25% (1.04% 0.00% |O%° r

| | 1183 |56 112 2 11 114|268 | [ |

| | [PSBD ||PSNBC| IMP || Total | | | | [ |

20 pPA |27 35 1a 76| | | 9.3 2 [0.009 [Yes

| | 35.53%[46.05% [18.42% | | | | | [ |

I DET 100 52 40 192 | LIl [l I

| | 52.08% [27.08% [20.83% | | | | | [ |

| I 127 |87 |54 268 || L Ll [ ] |

Age

ngIgf Age [SA  |A NS D SO |Total ‘ Chi- |;P-value Signifi-

ment square cant?

11 117-20 |44 33 27 23 115 1142 | 2750 [8 [[0.000 |Yes

| | 130.99% |23.24% |19.01% |16.20% |10.56% | | | [ |

| 21-25 |22 23 112 4 2 63 | | [ |

| | 134.92% [36.51% |19.05% [6.35% [3.17% | | | [ |

| 26pus(36 |16 |3 7 1 6 [ | [l |

| | 57.14% [25.40% (4.76% ||11.11% [1.59% | | | [ |

| | 02 [72 a2 34 18 [268 | | [ |

| | | | | | | L[ [l |

2 117-20 |69 61 '8 4 0 1142 | [1254 [8 [[0.129 || No

| | 148.59% [42.96% |5.63% |[2.82% |0.00% | | | [ |

| 21-25 [32 25 5 1 0 63 | | [ |

| | 150.79% [39.68% |[7.94% [1.59% [0.00% | | | [ |

| 26plus[18 38 |5 i i 63 | | [ |

| | 128.57% |60.32% [7.94% [1.59% [1.59% | | | [ |

| | 119 [124 |18 6 1 268 | | [ |

I I I I I I I L[ [l I

3 117-20 |12 38 39 38 115 142 | [27.05 |8 [0.001 [Yes

| | 18.45% |26.76% |27.46% [26.76% |10.56% | | | [ |

| 2125 [8 23 16 13 |3 63 | | [ |

| | 112.70% [36.51% [25.40% [20.63% |4.76% | | | [ |
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| 18.31% (28.17% [27.46% [16.20% |9.86%

|

[l

| 126 plus/[17 27 5 10 4 63 | | [ |
| | 26.98% [42.86% |7.94% |15.87% (6.35% | | | [ |
| | 37 88 60 61 22 268 | | [ |
I I I I I I I L [l I
4 117-20 14 48 45 22 113 142 | [14.96 [8 [[0.059 [[No
| | 9.86% [33.80% [31.69%[15.49%[9.15% | | | [ |
| 21-25 (|11 23 117 110 2 63 | | [ |
| | 117.46% [36.51% |26.98% (15.87% [3.17% | | | [ |
| 26 plus|[11 33 11 5 3 63 | | [ |
| | 17.46%(52.38% [17.46% [7.94% |[4.76% | | | [ |
| | 36 104 |73 37 18 268 || | [ |
I I I I I I I L []] I
5 117-20 |18 21 132 43 28 1142 | [36.04 [8 [[0.000 |Yes
| | 112.68% [14.79% |22.54% (30.28% [19.72% | | | [ |
| 21-25 |16 9 115 113 110 63 | | [ |
| | 25.40% [14.29% |23.81% [20.63% [15.87% | | | [ |
| 26 plus|[18 25 6 6 8 63 | | [ |
| | 128.57% [39.68% (9.52% |9.52% [12.70% | | | [ |
| | 52 55 53 62 46 1268 | | [ |
I I I I I I I L [ ]] I
6 117-20 [33 43 129 20 117 142 | [26.23 8 [0.000 [Yes
| | 23.24% [30.28% [20.42% [14.08% [11.97% | | | [ |
| 21-25 26 16 10 9 2 63 | | [ |
| | 141.27%[25.40% [15.87% [14.29%[3.17% | | | [ |
| 26 plus|[23 30 4 5 1 63 | | [ |
| | 136.51% [47.62% [6.35% |7.94% [1.59% | | | [ |
| | 82 189 43 34 20 1268 | | [ |
I I I I I I I L [ ]] I
7 117-20 |10 20 27 44 41 142 | [17.90 [8 [[0.021 [Yes
| | 7.04% ||14.08% [19.01% [30.99% [28.87% | | | [ |
| 21-25 (|11 '8 114 20 110 63 | | [ |
| | 117.46% |[12.70% |22.22% (31.75% (15.87% | | | [ |
| 26 plus/[9 14 19 12 9 63 || | [ |
| | 14.29% [22.22% 30.16% [19.05% [14.29% | | | [ |
| | 30 42 60 76 60 268 | | [ |
I I I I I I I L [l I
8 117-20 58 50 114 113 7 142 | 745 8 [0.489 [[No
| | 140.85% [35.21% (9.86% |9.15% [4.93% | | | [ |
| 2125 |28 18 10 6 1 63 | | [ |
| | 144.44% [28.57% [15.87% (9.52% [1.59% | | | [ |
| 26plus2s 22 |7 9 o 63 | | [ |
| | 39.68% [34.92% [11.11% [14.29% [0.00% || | | [ |
I I 111 eo 31 28 |8 268 | | [l I
I I I I I I I L []] I
9 117-20 |26 40 139 23 114 1142 | 1855 [8 [[0.017 |Yes
I Ll I




21-25 13 20 119 9 2 63

]

120.63% [31.75% [30.16% [14.29% (3.17% |

[l

I I I I I I

[l

I L] I
I Ll I
| 26 plus|[23 24 s 6 2 63 || | [ |
| | 136.51% [38.10% |12.70% [9.52% [3.17% | | | [ |
| | 62 84 66 38 18 268 | | [ |
I I I I I I I L [ ]] I
10 [17-20 16 24 24 49 29 1142 | [18.95 [8 [[0.015 |Yes
| | 111.27% |16.90% |16.90% (34.51% (20.42% | | | [ |
| 21-25 |6 118 117 116 6 63 | | [ |
| | 19.52% [28.57% |26.98% [25.40% [9.52% | | | [ |
| 26 plus/[9 23 10 16 5 63 || | [ |
| | 14.29% [36.51% [15.87% [25.40% [7.94% | | | [ |
| | 31 65 51 81 40 268 || | [ |
I I I I I I I L [ ]] I
11 [17-20 |28 55 29 22 '8 1142 | [10.15 [8 [[0.254 ||No
| | 119.72% [38.73% |20.42% [15.49% [5.63% | | | [ |
| 2125 |[18 24 15 5 1 63 | | [ |
| | 128.57% [38.10% |23.81% |7.94% [1.59% | | | [ |
| 26 plus|[21 25 10 6 1 63 || | [ |
| | 133.33% [39.68% [15.87%(9.52% |[1.59% | | | [ |
| | 67 104 |54 33 110 268 | | [ |
I I I I I I I L [l I
12 [17-20 |12 29 140 38 23 142 | 2435 8 [0.002 [Yes
| | 18.45% [20.42% [28.17% [26.76% [16.20% | | | [ |
| 2125 [7 13 20 19 4 63 | | [ |
| | 111.11% [20.63% [31.75% (30.16% [6.35% | | | [ |
| 26plus11 26 6 15 |5 63 || | [ |
| | 117.46% [41.27% |9.52% [23.81% |7.94% | | | [ |
I I 30 68  e6 72 32 268 | | [l I
I I I I I I I L []] I
13 |17-20 |27 139 127 137 112 1142 | 1198 [8 [[0.151 ||No
| | 119.01% [27.46% [19.01% [26.06% (8.45% | | | [ |
| 21-25 |12 21 116 110 4 63 | | [ |
| | 119.05% (33.33% |25.40% [15.87% |6.35% | | | [ |
| 26 plus|[13 28 12 9 1 63 | | [ |
| | 20.63% [44.44% |19.05% [14.29% [1.59% | | | [ |
| | 52 88 55 56 117 268 || | [ |
I I I I I I I L [ ]] I
14 | 24 45 28 30 115 142 | 1720 [8 [[0.028 |Yes
| | 116.90% [31.69% [19.72% [21.13% [10.56% | | | [ |
I I 14 13 21 11 4 63 | | [l I
| | 22.22% [20.63% [33.33% [17.46% [6.35% | | | [ |
I I 0 20 16 6 2 63 | | [l I
| | 115.87% |46.03% |25.40% (9.52% [3.17% | | | [ |
| | 48 187 65 47 21 1268 | | [ |
I I Ll I

14¢




15 [17-20 |24 55 25 25 113 142 | 1330 [8 [0.102 [[No

| | 116.90% (38.73% |17.61% [17.61% |9.15% | | | [ |

| 2125 13 21 16 s 5 63 | | [ I

| | 20.63% [33.33% |25.40% [12.70% |7.94% | | | [ |

I 26plusf14 34 o 5 1 63 [ | []] I

| | 22.22% [53.97% |14.29% |7.94% [1.59% | | | [ |

| | 51 1110 |50 38 119 1268 | | [ |

I I I I I I I L [ ]] I

16 [17-20 |19 42 30 35 116 142 | [20.16 [8 [0.000 [Yes

| | 13.38% [29.58% (21.13% [24.65% [11.27% | | | [ |

| 21-25 13 15 22 10 3 63 || | [ |

| | 20.63% [23.81% [34.92% [15.87% (4.76% | | | [ |

| 26 plus|[13 33 11 5 1 63 | | [ |

| | 120.63% [52.38% [17.46% |7.94% [1.59% | | | [ |

| | 45 190 63 50 20 1268 | | [ |

I I I I I I I L [l I

17 [[17-20 |21 36 31 34 20 42 | 2819 8 [0.000 [Yes

| | 114.79% [25.35% |21.83% [23.94% (14.08% | | | [ |

| 21-25 |17 116 113 115 2 63 | | [ |

| | 26.98% [25.40% |20.63% [23.81% [3.17% | | | [ |

| 26 plus/[19 28 9 4 3 63 | | [ |

| | 130.16% |44.44% |14.29% 6.35% [4.76% | | | [ |

| | 57 80 53 53 25 268 || | [ |

I I I I I I I L [l I

I I I I I I I L []] I

18 [17-20 38 57 27 113 7 1142 | [22.18 [8 [[0.005 |Yes

| | 126.76% |40.14% [19.01% (9.15% 4.93% | | | [ |

| 21-25 |17 22 111 110 3 63 | | [ |

| | 26.98% (34.92% |17.46% [15.87% (4.76% | | | [ |

| 26 plus|[3 31 21 8 o 63 | | [ |

| | 14.76% ||49.21% [33.33% [12.70% [0.00% | | | [ |

| | 58 110 |59 31 10 268 || | [ |

I I I I I I I L [ ]] I

| | BEG [LPs [HPS [ HS [ UNI [ SUE[ Total [ |

19 [17-20 (112 [[22 3 1 1 3 [142 [35.29 [10 [0.000 [[Yes
78.87% [15.49% [2.11% (0.70% (0.70% |2t

| 21-25 |44 114 1 0 0 4 63 | [ |
69.84% [22.22% [1.59% |0.00% |0.00% ;;35

| 26plus27 20 s 1 o 7 3 | [ |
42.86% [31.75% [12.70% [159% (0.00% |11

| | 1183 |56 112 2 11 114 |268 | [ |

| | 'PsBD [ PSNBO[ IMP | Total | | | | [ |

20 [17-20 [50 53 39 42 | | | [21.08 [4 [0.000 [Yes

I I

| 35.21% [37.32% [27.46% |

|

[l

|

14¢




21-25 36 117 110 63

]

57.14% |26.98% (15.87% |

[l

|
|
126 plus |41 117 5 63 |
I
I

[l

| 65.08% |26.98% |7.94% | [

| 127 l[g7 s 268 [l
Level of study
Belief ‘ 'Chi_ r Signifi-
state- |Level |SA A NS D SD Total DF |P-value||cant?

square

ments
1 'YR1 [36 27 24 20 14 121 || [20.83 [12 [[0.002 |Yes
| | 129.75% [22.31% [19.83% |16.53% [11.57% | | | [ |
I YR2 25 23 |7 9 2 66 | | [l I
| | 37.88% (34.85% |10.61% |13.64% |3.03% | | | [ |
I YR3 |26 8 4 4 2 44 [ [l I
| | 59.09% [18.18% [9.09% [9.09% [4.55% | | | [ |
I PG 15 14 |7 1 0 2 [l I
| | 140.54% [37.84% [18.92% [2.70% [0.00% | | | [ |
| | 102 |72 142 34 118 268 | | [ |
I | I I I I I L [l I
2 |yri a8 fe0 o 3 1 121 | [20.83 [12 [0.002 |Yes
| | 139.67% |49.59% |7.44% [2.48% 0.83% | | | [ |
I YR2 29 32 3 2 0 66 | | [l I
| | 143.94% |48.48% [4.55% |3.03% [0.00% | | | [ |
I YR3 27 13 4 0 0 44| [l I
| | 61.36% [29.55% [9.09% |0.00% [0.00% | | | [ |
I PG 15 19 2 ! 0 N [l I
| | 140.54% [51.35% [5.41% [2.70% [0.00% | | | [ |
I | 119 124 18 6 1 268 | | [l I
I | I I I I I | [l I
3 IYR1 |11 33 130 35 112 121 | [21.07 [12 [[0.049 |Yes
| | 19.09% [27.27% [24.79% |28.93% (9.92% | | | [ |
| 'YR2 [8 21 16 15 6 66 | | [ |
| | 112.12% (31.82% [24.24% [22.73% (9.09% | | | [ |
I YR3 9 8 11 s 2 4a [ [l I
| | 20.45% [40.91% [25.00% [9.09% [4.55% | | | [ |
I PG |9 6 3 7 2 EZZN | [l I
| | 124.32% |43.24% [8.11% |18.92% [5.41% | | | [ |
| | 137 88 60 61 22 268 | | [ |
I [ I I I I I L [l I
| 'YR1 13 141 38 117 112 121 | [15.18 [12 [0.231 [No
la | 10.74% [33.88% [31.40% [14.05% [9.92% | | | [ |
I YR2 |6 28 21 |8 3 66 | | [l I
| | 19.09% [42.42% [31.82% |12.12% |4.55% | | | [ |
I YR3 |10 17 8 7 2 44| [l I
| | 22.73% (38.64% |18.18% |15.91% |4.55% | | | [ |
I PG 7 18 6 5 1 E [l I

15C




18.92% (48.65% |16.22% |13.51% (2.70% |

]

I I L] I
| | 36 104 |73 137 118 268 | | [ |
I [ I I I I I L] [l I
| IYR1 |17 116 24 137 27 121 | [30.04 12 [[0.003 [Yes
| | 14.05% [13.22% [19.83% [30.58% [22.31% | | | [ |
| 'YR2 '[9 18 15 16 8 66 | | [ |
| | 13.64% [27.27% [22.73% (24.24% [12.12% | | | [ |
I YR3 |16 10 |9 3 6 44 || [l I
| | 36.36% (22.73% [20.45% |6.82% |13.64% | | | [ |
I PG 10 11 5 6 5 E [l I
| | 27.03% [29.73% [13.51% [16.22% [13.51% | | | [ |
| | 52 55 53 62 46 268 | | [ |
I L] I I I I I L] [l I
| 'YR1 |28 142 21 119 111 121 | [16.15 [12 [[0.184 [[No
| | 23.14% [34.71% [17.36% |15.70% [9.09% | | | [ |
| \YR2 |17 24 111 8 6 66 | | [ |
| | 25.76% (36.36% |16.67% |12.12% (9.09% | | | [ |
I YR3 |18 14 5 5 2 44| [l I
| | 140.91% [31.82% [11.36% |11.36% |4.55% | | | [ |
I PG |19 9 6 2 1 N [l I
| | 51.35% (24.32% |16.22% [5.41% |2.70% | | | [ |
| | 82 89 143 34 120 268 | | [ |
I | I I I I I L] [l I
| 'YR1 [8 21 24 40 28 21 || [18.68 [12 [0.096 |[No
| | 6.61% [17.36% [19.83% [33.06% [23.14% | | | [ |
| 'YR2 |8 111 113 116 118 66 | | [ |
| | 112.12% [16.67% [19.70% (24.24% [27.27% | | | [ |
I YR3 |10 6 8 o 44 [ [ ]] I
| | 22.73% [13.64% |18.18% [25.00% (20.45% | | | [ |
I PG |4 4 15 e 5 N [l I
| | 10.81% [10.81% [40.54% [24.32%[13.51% | | | [ |
| | 30 42 60 76 60 268 || | [ |
I [ I I I I I L] [l I
| \YR1 48 143 114 112 4 121 | l0.81 [12 [0.632 [No
| | 39.67% [35.54% [11.57% [9.92% [3.31% | | | [ |
I YR2 28 24 |4 9 1 6 [ | [l I
| | 42.42% [36.36% [6.06% [13.64% [1.52% | | | [ |
I YR3 |18 11 8 4 3 a4 || [l I
| | 40.91% [25.00% [18.18%(9.09% [6.82% | | | [ |
I PG 17 12 5 3 0 87 | ] [l I
| | 45.95% (32.43% |13.51% [8.11% |0.00% | | | [ |
I | 111 Jeo a1 [28 8 | [l I
I | I I I I I L [l I
| 'YR1 [26 32 32 22 9 121 | 1352 [12][0.332 |[No
| | 21.49% [26.45% [26.45% |18.18% |7.44% | | | [ |
| 'YR2 |10 25 116 9 6 66 | | [ |

151




15.15% (37.88% (24.24% |13.64% (9.09% |

]

I L] I
| \YR3 |14 114 112 3 1 44 | | [ |
| | 131.82% [31.82% [27.27% (6.82% [2.27% | | | [ |
I PG 12 [13 6 4 2 N [l I
| | 32.43% [35.14% [16.22% [10.81% [5.41% | | | [ |
| | 62 84 66 38 18 268 || | [ |
I [ I I I I I L] [l I
10 [YR1 [15 25 16 46 19 121 || [20.92 [12 [[0.050 |Yes
| | 12.40% (20.66% |13.22% (38.02% |15.70% | | | [ |
| 'YR2 [5 13 18 18 12 66 | | [ |
| | [7.58% [19.70% [27.27% [27.27% [18.18% | | | [ |
I YR3 6 18 |8 6 6 4a [ [l I
| | 13.64% [40.91% [18.18% [13.64% [13.64% | | | [ |
I PG |5 9 9 1 3 87 | ] [l I
| | 113.51% [24.32% [24.32% (29.73% [8.11% | | | [ |
| | 31 65 51 81 140 268 | | [ |
I | I I I I I L [l I
11 [YRL |26 46 24 19 6 121 | [13.45 [12 [0.337 [[No
| | 21.49% [38.02% [19.83% |15.70% |4.96% | | | [ |
I YR2 |12 29 15 |9 1 66 | | [l I
| | 18.18% (43.94% [22.73% |13.64% |1.52% | | | [ |
I YR3 |18 [14 8 2 2 44 [ [l I
| | 140.91% [31.82% [18.18% [4.55% [4.55% | | | [ |
I PG 11 [15 7 3 1 Er [l I
| | 29.73% [40.54% [18.92% [8.11% [2.70% | | | [ |
| | 67 104 |54 33 110 268 | | [ |
I [ I I I I I L] [l I
12 YRl |13 129 130 35 114 121 | 523 [12 [0.949 [[No
| | 110.74% (23.97% [24.79% |28.93% |11.57% | | | [ |
| 'YR2 [6 15 17 17 11 66 | | [ |
| | 9.09% [22.73% [25.76% [25.76%[16.67% | | | [ |
| 'YR3 [5 13 11 10 5 44 | | [ |
| | 11.36% [29.55% |25.00% (22.73% [11.36% | | | [ |
I PG 6 FIE 0 2 N [l I
| | 16.229% [29.73% [21.62% [27.03% [5.41% | | | [ |
| | 30 68 66 72 32 268 | | [ |
I L] I I I I I L] [l I
13 |[YR1 |21 38 22 130 110 121 | l852 [12][0.743 |[No
| | 17.36% [31.40% [18.18% [24.79% [8.26% | | | [ |
| YR2 |11 123 118 112 2 66 | | [ |
| | 116.67% (34.85% [27.27% |18.18% (3.03% | | | [ |
I YR3 9 16 |8 8 3 N [l I
| | 20.45% (36.36% |18.18% |18.18% (6.82% | | | [ |
I PG 11 j1n 7 6 2 s7 || [l I
| | 129.73% [29.73% [18.92% |16.22% [5.41% | | | [ |
| | 52 88 55 56 117 268 | | [ |




]

I L] I
114 |YR1 |20 44 22 27 8 121 | [14.18 [12 [0.290 [[No
| | 116.53% [36.36% [18.18% (22.31% [6.61% | | | [ |

| IYR2 |10 116 22 110 8 66 | | [ |

| | 15.15% [24.24% [33.33% [15.15% [12.12% | | | [ |

| 'YR3 [10 15 11 4 4 44 | | [ |

| | 22.73% [34.09% [25.00% (9.09% [9.09% | | | [ |

I PG |8 12 10 6 1 ELS | [ ]] I
| | 21.62% (32.43% [27.03% |16.22% |2.70% | | | [ |
| a8 ez |es  [a7 22 [268 [ | [l I

I L I I I I I L] []] I
15 [YR1 |21 |47 22 21 110 121 | [12.83 [12 [0.381 [|No
| | 117.36% (38.84% (18.18% |17.36% (8.26% | | | [ |

| 'YR2 |10 124 117 111 4 66 | | [ |

| | 15.15% [36.36% |25.76% |16.67% |6.06% | | | [ |

| yr3 1 20 7 2 4 4 [ [l I

| | 25.00% [45.45% [15.91%[4.55% [9.09% | | | [ |
Cpes e | e o |

| | 24.32% [51.35% |10.81% |10.81% (2.70% | | | [ |

| | 51 110 [50 38 19 268 || | [ |
L[ I I I I I Ll []] I

| IYR1 |21 47 22 21 110 121 | [18.53 [ 12[ 0.101 [ No
16 | 12.40% [31.40% [20.66% |24.79% |10.74% | | | [ |

| 'YR2 [10 24 117 11 la 66 | | [ |

| | 15.15% | 30.30%| 30.30% 18.18% 6.06% | | [ |

| yre i1 f20 7 2[4 [4 [ | [l I

| | 125.00% | 38.64%| 22.73% 6.82% 6.82% | | [ |

I PG o J19 4 a4 1 [37 | | [ ]] I

| | 124.32% | 40.54%| 21.62% 13.51% 0.00% | | [ |

| | 51 110 [s0 [38 [19 [ 268 | | [ |
L[ I I I I I Ll [l I
17 |YR1 |19 130 124 130 118 121 | [25.45 [[12 [[0.013 |Yes
| | 15.70% (24.79% |19.83% (24.79% |14.88% | | | [ |

| 'YR2 [11 23 16 13 3 66 | | [ |

| | 116.67% [34.85% (24.24% |19.70% |4.55% | | | [ |

I YR3 17 13 5 6 3 44 || [ ]] I

| | 38.64% (29.55% |11.36% |13.64% (6.82% | | | [ |

. P |10 [14a 8 4 1 Er [l I
| | 27.03% [37.84% [21.62% |10.81% [2.70% | | | [ |

| | 57 80 53 53 25 268 | | [ |

I | I I I I I L] []] I
18 |[YR1 |29 51 25 111 5 121 | | [ |

| | 23.97% [42.15% [20.66% (9.09% [4.13% | | [16.07 [12 [0.188 |[No
| YR2 |14 27 114 7 4 66 | | [ |

| | 21.21% [40.91% [21.21% |10.61% (6.06% | | | [ |

I YR3 |12 20 6 E 0 44 || []] I

15¢:




| 27.27% [45.45% |13.64% |13.64% |0.00%

]

I L] I

. P 3 12 a7 1 Er [ ]] I
| | 18.11% [32.43% [37.84% |18.92% [2.70% | | | [ |

| | 58 110 |59 31 110 268 | | [ |

| | IBEG [LPs |[HPS | HS | uNl | suB | Total [ |
19 [YR1 |97 20 11 11 [ 2 121 [40.23 [15 [0.000 [Yes
| | 180.17% |16.53% [0.83% |0.83% [0.00% [1.65% | | [ |

| 'YR2 [43 14 4 [ 11 4 66 | [ |

| | 65.15% (21.21% |6.06% |0.00% [1.52% [6.06% | | [ |

| 'YR3 [30 10 2 o o 2 aa | [ |

| | 68.18% [22.73% [4.55% [0.00% [0.00% [4.55% | | [ |

. P 13 12 |5 1 0 6 37| []] I
| | 35.14% (32.43% [13.51% (2.70% [0.00% [16.22% | | [ |

| | 1183 |56 112 2 11 114 1268 | [ |

| | PSBD |PSNBD| IMP [ Total | | | | [ |
20 |[YR1 |44 141 36 121 | | | [19.32 6 [0.004 [Yes
| | 36.36% [33.88% [29.75% | | | | | [ |

I YR2 [33 25 8 66 | I L] []] I

| | 150.00% (37.88% [12.12% | | | | | [ |

I YR3 [26 11 7 44| I L] [ ]] I

| | 59.09% (25.00% (15.91% | | | | | [ |

. PG 24 [0 3 37| I Ll [l I
| | 64.86% [27.03% [8.11% | | | | | [ |
|| 127 ez |54 (268 | I Ll [l I
Faculties

thgI:f tFacu' sA |A NS D SO |Total ‘ Chi- |; P-value fﬂ:ﬁjl
ments y square

1 coml23 a0 i1 11 8 73 [25.37 20 [[0.188 [[No
| | 131.51% [27.40% [15.07% |15.07% |10.96% | | | [ |

| EDU 33 14 |4 7 1 EN [l I

| | 55.93% [23.73% 6.78% 11.86% |1.69% | | | [ |

| Hum 20 14 15 7 6 62 | | [l I

| | 32.26% [22.58% [24.19% [11.29% [9.68% | | | [ |

I LAW (3 4 2 0 0 9 L] [ ]] I

| | 33.33% (44.44% [22.22% |0.00% |0.00% | | | [ |
HAENEE NN R

| | 50.00% (31.25% |6.25% |12.50% |0.00% | | | [ |

I scl 15 15 o 7 3 4 | | [ ]] I
| | 130.61% [30.61% [18.37% |14.29% [6.12% | | | [ |

| | 102 |72 142 34 118 268 | | [ |
L[ I I I I I Ll [l I
2 \com [37 130 3 3 [ 73 | [28.47 (20 [0.099 [No
| | 150.68% |41.10% [4.11% |4.11% [0.00% | | | [ |

I EDU [14 38 5 1 1 5o | | []] I

154




| 23.73% (64.41% 8.47% |1.69% |1.69% |

]

| Ll |
| Humis 1 s o o ez | | [ ]| |
| | 58.06% [33.87% [8.06% 0.00% [0.00% | | | [ |
L kaws a2 o o e || [ ]| I
| | (33.33% [44.44% [22.22% [0.00% [0.00% | | | [ |
PHA
Rt e R e ] [ ]
| | 50.00% [43.75% [6.25% [0.00% [0.00% | | | [ |
| isctfr 24 2 2 o 49 | | ] |
| | 42.86% [48.98% [4.08% [4.08% [0.00% | | | [ |
| | 119 124 18 6 1 268 | | [ |
Ll | | | | | Ll [ ]| |
| lcom [a 15 24 |20 10 73 | [39.06 [20 [[0.007 [Yes
| | 5.48% [20.55% [32.88% [27.40% |13.70% | | | [ |
| EDU (16 24 |5 10 |4 59 | | [ |
| | 27.12% [40.68% [8.47% [16.95% [6.78% | | | [ |
| IHUM |5 125 115 111 6 62 | | [ |
| | [8.06% [40.32% [24.19% [17.74%[9.68% | | | [ |
L okawle g Bt o e | [ ]| |
| | 22.22% |33.33% [33.33% [11.11% [0.00% | | | [ |
PHA
Rt e R e ] [ ]
| | 12.50% |25.00% [25.00% (31.25% |6.25% | | | [ |
. fsa B iz e 14 1 o | [ ]| I
| | 16.33% [34.69% [18.37% [28.57%[2.04% | | | [ |
| w8 eo o1 22 268 | | [ ] |
L L | | | | | Ll L] |
| lcom [6 24 19 14 10 [z ] [31.41 20 [[0.050 [Yes
| | 18.22% [32.88% [26.03% |19.18% |13.70% | | | [ |
| pum 3o o e 2 s | | [ ]| I
| | 18.64% [50.85% [16.95% [10.17% [3.39% | | | [ |
| [HUM [8 26 15 11 2 62 | | [ |
| | 12.90% [41.94% [24.19% [17.74%[3.23% | | | [ |
L awfg 2 3 i b o | | [ ] |
| | 33.33% [22.22% (33.33% |11.11% [0.00% | | | [ |
PHA
Rt e R R e ] [ ]
| | 12.50% [25.00% [50.00% [12.50% [0.00% | | | [ |
| scr e 18 8 3 4 a9 | | [ ]| |
| | 112.24% (36.73% [36.73% |6.12% (8.16% | | | [ |
| | 36 104 |73 137 118 268 | | [ |
L] | | | | | Ll Ll I
| lcom [8 10 117 23 15 73 | [37.40 [20 [[0.010 |Yes
| | 110.96% |13.70% [23.29% |31.51% [20.55% | | | [ |
| Epufiz 22 s 6 o 9 | | (] |
| | 28.81% (37.29% [8.47% |10.17% |15.25% | | | [ |
| HuM 12 10 13 18 |9 62 | | [ |

15t




| 119.35% (16.13% [20.97% |29.03% |14.52% |

]

ILAW |3 3 2 1 0 9

[l

| Ll |
| Ll |
| | 33.33% (33.33% [22.22% |11.11% |0.00% | | | [ |
Rl B R e T T
| | 118.75% |18.75% [12.50% |18.75% (31.25% | | | [ |
| lsct o 7 14 ln B w9 | | [l I
| | 18.37% [14.29% [28.57% (22.45% [16.33% | | | [ |
| | 52 55 53 62 [46 268 | | [ |
L | | | | | Ll []] I
| \COM |20 119 116 113 5 73 | [31.18 20 [[0.050 |Yes
| | 27.40% (26.03% [21.92% (17.81% (6.85% | | | [ |
| Epbulf2 7 3 e i 9 | | [l I
| | 37.29% (45.76% [5.08% |10.17% |1.69% | | | [ |
| HUM [14 23 10 6 9 62 | | [ |
| | 22.58% (37.10% |16.13% |9.68% |14.52% | | | [ |
| awlfs i 2 i o e | L] |
| | 55.56% [11.11% [22.22% |11.11% |0.00% | | | [ |
R B R e T T
| | 50.00% (31.25% |6.25% |6.25% |6.25% | | | [ |
| 'scl 13 114 111 7 4 149 | | [ |
| | 26.53% (28.57% [22.45% |14.29% (8.16% | | | [ |
| | 82 89 143 34 20 268 | | [ |
L | | | | | Ll []] I
| lcom [4 10 10 28 a1 [z ] [20.17 20 [[0.085 [[No
| | 5.48% |13.70% [13.70% |38.36% [28.77% | | | [ |
| EDUfs 13 ;8 it 9 9 | | [ ] |
| | 13.56% (22.03% [30.51% |18.64% |15.25% | | | [ |
| HUM [8 6 6 17 15 g2 | | [ |
| | 112.90% (9.68% |25.81% |27.42% |24.19% | | | [ |
| awlz 2 3 2 o o [ []] I
| | 22.22% (22.22% |33.33% |22.22% |0.00% | | | [ |
R B e e = ] T
| | 18.75% (31.25% |0.00% |25.00% |25.00% | | | [ |
| 'scl |5 6 13 14 11 49 | | [ |
| | 110.20% [12.24% |26.53% |28.57% |22.45% | | | [ |
| | 130 142 60 76 60 268 | | [ |
L[| | | | | | Ll [l I
| \COM (31 24 7 9 2 73 | [19.04 20 [0.519 [[No
| | 42.47% [32.88% [9.59% [12.33% [2.74% | | | [ |
| EDUfp4 21 6 8 o 59 | | [ ] |
| | 140.68% [35.59% [10.17% |13.56% [0.00% | | | [ |
| Humf3 24 7 6 2 2 | | (] |
| | 137.10% (38.71% [11.29% |9.68% |3.23% | | | [ |
| w3 8 o o o | | [l I

15¢€




33.33% (33.33% (33.33% |0.00% |0.00% |

L Ll ]| |
Rl e R = ] ]
| | 37.50% [25.00% [6.25% [18.75% [12.50% | | | [ |
| Isct 4 a7 2 2 a9 || [ ]| |
| | 148.98% [28.57% [14.29% |4.08% |4.08% | | | [ |
| i1 oo a1 28 B e8| | [l I
L | | | | | Ll []] I
9 comlo a1 23 12 7 73 [28.46 20 [0.099 [[No
| | 13.70% [28.77% [31.51% [16.44% [9.59% | | | [ |
| Epus 1 7 e 2 fse | | ]| |
| | 38.98% (35.59% |11.86% |10.17% |3.39% | | | [ |
| Hum[11 20 19 6 6 62 | | [ |
| | 17.74% [32.26% [30.65% |9.68% |9.68% | | | [ |
w3 2 2 o o [ []] I
| | 22.22% (33.33% [22.22% |22.22% |0.00% | | | [ |
Rl R e R e ] T
| | 31.25% [12.50% |37.50% |12.50% |6.25% | | | [ |
| 'scl |11 17 9 10 2 49 | | [ |
| | 22.45% (34.69% |18.37% |20.41% |4.08% | | | [ |
| | 62 84 66 38 18 268 | | [l |
L] | | | | | Ll [ ]| I
10 |com |7 9 116 27 114 73 | [35.54 20 [[0.017 [Yes
| | 19.59% [12.33% [21.92% [36.99% [19.18% | | | [ |
| Epule 1 o i 4 59 | | ]| |
| | 15.25% [35.59% [15.25% (27.12% |6.78% | | | [ |
| HUM |5 15 11 20 11 62 | | [ |
| | 18.06% [24.19% |17.74% [32.26% |17.74% | | | [ |
| oawn s 2 o e | ] I
| | 11.119% [11.11% [55.56% [22.22% [0.00% | | | [ |
Rt R e e e ][]
| | 16.25% [31.25% [0.00% [25.00% |37.50% | | | [ |
| 'scl [s 14 [0 12 5 49 | | [ |
| | 16.33% (28.57% [20.41% |24.49% |10.20% | | | [ |
| | 31 ]es 51 [e1 a0 268 | | [ ]| |
Ll | | | | | Ll ]| |
11 [com |11 130 117 113 2 73 | [17.25 20 [[0.637 [[No
| | 115.07% [41.10% [23.29% (17.81% (2.74% | | | [ |
==V O T | O T I [l I
| | 33.90% [38.98% [15.25% [10.17% [1.69% | | | [ |
| HuM 13 23 16 6 4 62 | | [ |
| | 120.97% [37.10% |25.81% |9.68% |6.45% | | | [ |
okawls 2 Bt o e | ]| |
| | 33.33% (22.22% [33.33% |11.11% (0.00% | | | [ |
R B R e T T ]




| 37.50% (31.25% |12.50% |12.50% |6.25% |

]

I L] I
| fscr 14 a1 7 5 2 40 [ ] [l |
| | 128.57% |42.86% [14.29% |10.20% |4.08% | | | [ |
| | 67 104 |54 33 110 268 | | [ |
LIl | | | | | Ll [l I
12 [com[7 13 21 24 [s 73 | [38.75 [20 [[0.007 [Yes
| | 19.59% [17.81% (28.77% |32.88% |10.96% | | | [ |
I EDU [11 24 |5 15 4 N [ ]] I
| | 18.64% (40.68% [8.47% |25.42% (6.78% | | | [ |
| |Hume g 17 18 12 je2 | | [l I
| | 19.68% [14.52% [27.42% |29.03% |19.35% | | | [ |
L fraw 1 4 3 1 0 g Ll [l I
| | 11.119% [44.44% [33.33%[11.11% [0.00% | | | [ |
AN NN RN
| | 12.50% [12.50% |18.75% |31.25% |25.00% | | | [ |
I scl (3 16 17 o 4 4 || [ ]] I
| | 6.12% [32.65% (34.69% |18.37% (8.16% | | | [ |
| | 130 68 66 72 132 268 | | [ |
Ll | | | | | Ll [l I
13 |com |10 126 8 23 6 73 | [32.77 [20 [[0.036 |Yes
| | 113.70% [35.62% [10.96% [31.51% (8.22% | | | [ |
| [EDU [13 26 10 10 [ 59 | | [ |
| | 22.03% |44.07% [16.95% |16.95% [0.00% | | | [ |
| IHUM |9 118 117 111 7 62 | | [ |
| | 14.52% (29.03% [27.42% (17.74% |11.29% | | | [ |
T 1 4 1 0 g Ll [l I
| | 33.33% [11.11% [44.44% [11.11% [0.00% | | | [ |
AN NN R
| | 131.25% [25.00% [12.50% |25.00% |6.25% | | | [ |
| 'scl |12 13 114 7 3 49 | | [ |
| | 24.49% [26.53% (28.57% |14.29% |6.12% | | | [ |
| | 52 88 55 56 117 268 | | [ |
I L I I I I I L [ ]] I
14 |com |9 22 120 116 6 73 | 2373 20 [0.25 [[No
| | 12.33% [30.14% [27.40% (21.92% (8.22% | | | [ |
I EDU [10 25 16 6 2 N []] I
| | 16.95% (42.37% [27.12% [10.17% [3.39% | | | [ |
| HUM [14 13 12 13 10 62 | | [ |
| | 22.58% (20.97% |19.35% |20.97% |16.13% | | | [ |
I LAW [2 3 3 1 0 £ L [ ]] I
| | 22.22% (33.33% [33.33% |11.11% |0.00% | | | [ |
HAE NN NN RN
| | 25.00% (37.50% |6.25% |[25.00% |6.25% | | | [ |
| sct o 8 13 7 2 40 | | [l I

15¢




18.37% (36.73% |26.53% |14.29% |4.08% |

]

I I L] I
| | 48 187 65 |47 21 268 | | [ |
I L I I I I I L [ ]] I
15 com |11 130 9 115 8 73 | [32.73 20 [0.036 [yes
| | 15.07% |41.10% [12.33% [20.55% [10.96% | | | [ |
I EDU [14 30 10 5 0 5o | | [ ]] I
| | 23.73% |50.85% [16.95% (8.47% [0.00% | | | [ |
| [HUM [10 19 13 12 8 62 | | [ |
| | 16.13% (30.65% [20.97% |19.35% |12.90% | | | [ |
L aw 2 3 4 0 0 9 Ll [l I
| | 22.22% [33.33% [44.44%(0.00% [0.00% | | | [ |
e ez e | [
| | 37.50% |25.00% [25.00% |12.50% |0.00% | | | [ |
| Isci |8 24 10 4 3 49 [ | []] I
| | 116.33% |48.98% [20.41% (8.16% [6.12% | | | [ |
| | 51 110 |50 38 119 268 | | [ |
I | I I I I I L] [ ]] I
16 |com |10 119 115 21 8 73 | [32.42 20 [0.039 [yes
| | 13.70% (26.03% [20.55% |28.77% |10.96% | | | [ |
| [EDU [13 28 13 5 o 59 | | [ |
| | 22.03% [47.46% [22.03% [8.47% [0.00% | | | [ |
| HUM [11 15 16 13 7 62 | | [ |
| | 117.74% [24.19% [25.81% (20.97% [11.29% | | | [ |
I LAW (3 2 3 1 0 £ L [ ]] I
| | 33.33% (22.22% [33.33% |11.11% |0.00% | | | [ |
HAEN NN NN RN
| | 112.50% (56.25% |6.25% |18.75% |6.25% | | | [ |
| Isci e 17 15 7 4 4 [ | [l I
| | 12.24% [34.69% [30.61% |14.29% (8.16% | | | [ |
| | 45 90 63 50 20 268 | | [ |
I | I I I I I L] [ ]] I
17 |com |9 116 117 22 9 73 | (3322 [20 [[0.032 |Yes
| | 12.33% [21.92% [23.29% (30.14% [12.33% | | | [ |
| Epbu 10 [25 7 6 2 se [ [l I
| | 132.20% [42.37% |11.86% |10.17% (3.39% | | | [ |
| HUM [13 19 114 9 7 62 | | [ |
| | 120.97% [30.65% [22.58% |14.52% [11.29% | | | [ |
I LAW |4 3 1 1 0 £ L] [ ]] I
| | 44.44% (33.33% |11.11% |11.11% |0.00% | | | [ |
HAEEE NN RN
| | 118.75% [31.25% [6.25% |25.00% [18.75% | | | [ |
| 'scl |9 12 13 11 4 49 | | [ |
| | 18.37% (24.49% [26.53% [22.45% (8.16% | | | [ |
| | 57 80 53 53 25 268 | | [ |




]

| Ll |
18 |com |19 27 114 8 5 73 | l42.64 [20 [0.002 [yes
| | 26.03% (36.99% |19.18% |10.96% |6.85% | | | [ |
| Epula a9 e 7 o fse | | [ ]| I
| | 6.78% 49.15% [32.20% [11.86% [0.00% | | | [ |
| Humlfr s 7 4 2 2 | | [ ] |
| | 133.87% |45.16% [11.29% |6.45% [3.23% | | | [ |
| awlfa 3 2 o b 9 | | [ ] |
| | 44.44% (33.33% [22.22% |0.00% |0.00% | | | [ |
Rl e e e e e |
| | 18.75% (62.50% |12.50% |6.25% |0.00% | | | [ |
| sct [z i3 s ir 3 49 || [l I
| | 14.29% (26.53% [30.61% [22.45% (6.12% | | | [ |
| | 58 110  [59 31 10 268 | | [ |
| | IBEG [LPS |[HPS | HS || UNI | SuB | Total [ |
19 |com [s8 110 3 o 11 11 73 [55.56 [25 [[0.000 [Yes
| | 79.45% [13.70% |4.11% |0.00% [1.37% [1.37% | | [ |
| pulz iz Bt o e 59 | [ ]| |
| | 45.76% |28.81% [13.56% |1.69% [0.00% [10.17% | | [ |
| Humlez 16 o o o 4 62 | ] |
| | 67.74% [25.81% [0.00% [0.00% [0.00% [6.45% | | [ |
| awfs 5 o o o 1 9 | [ ] |
| | 133.33% |55.56% (0.00% |0.00% [0.00% [11.11% | | [ |
Rl e e e | ]
| | 75.00% [6.25% |6.25% |6.25% |0.00% [6.25% | | [ |
| sctfaa 7 o o o 1 49 | [ ] |
| | 83.67% [14.29% [0.00% |0.00% [0.00% [2.04% | | [ |
| | 183 [56 12 2 11 4 268 | [ |
| | |PSBD | PSNBD| IMP | Total | | | | [ |
20 com[23 7 23 73 | | | [26.66 [10 [0.003 [yes
| | 31.51% [36.99% [31.51% | | | | | [ |
| Epbufss 17 a9 | | Ll [ ] |
| | 64.41% (28.81% [6.78% | | | | | [ |
| Humez 19 10 62 | | Ll [ ]| I
| | 53.23% [30.65% [16.13% | | | | | [ |
. awfz 2 o o | | Ll ] |
| | 77.78% [22.22% [0.00% | | | | | [ |
Rl ek ke T L T
| | 31.25% [31.25% [37.50% | | | | | [ |
| sctfr iz i 49| | Ll [ ] |
| | 42.86% (34.69% [22.45% | | | | | [ |
| 27 e 4 o8| | Ll ]| |
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