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				Unfreedoms of isiXhosa learners in Afrikaans Grade 10 classrooms: A capability perspective

				Abstract

				This study explored the unfreedom of Grade 10 isiXhosa learners, highlighting the complex language, teaching, and assessment dynamics in Afrikaans classrooms. The study draws on the Capability Approach (CA) of Sen (1999) to assess the unfreedoms of learners in Afrikaans Grade 10 classrooms. It underscores the experiences of isiXhosa learners and the limitations imposed on them. Unfreedoms in CA are those hindrances to people’s or institutions’ capacity or ability to achieve. Although multilingualism is acknowledged globally and in South Africa as an inevitable reality, the limitations for isiXhosa learners in Afrikaans classrooms contradict the opportunities and possibilities in a limited educational space. A qualitative approach and case study design were used, and two Grade 10 classes were used to illustrate the case. The study conducted individual, focused group interviews and questionnaires to explore the experiences and views of isiXhosa learners placed in Grade 10 Afrikaans classrooms. The study revealed unfreedoms (limitations for isiXhosa learners enrolled in Afrikaans classrooms and the contributing factors that compound these unfreedoms to the learners’ ability to achieve educational objectives. Factors such as teachers’ frustrations with isiXhosa learners, lack of support, and teachers’ negative attitudes towards accommodating isiXhosa learners in the classroom were highlighted. Not limited to parental perceptions about the Afrikaans language as a language of opportunity, further constraints the learner’s enrolment choice. The lack of available space in public schools also forces parents to enrol students where there is available space, even if it means putting isiXhosa learners in Afrikaans home language classrooms to achieve access to education. The research recommends a trans-languaging intervention model as it presents a promising avenue to address underperformance. 

				Keywords: Assessment, capability approach, monolingualism, multilingualism, meaning-making, translanguaging, unfreedoms, 

				Introduction and background

				Multilingualism is still suppressed as schools continue to model ideologies of the imperial powers of the elite monolingual speakers. The historical context of language unfreedoms in South Africa is deeply rooted in the country’s apartheid era. During this period, Afrikaans was imposed as 
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				the medium of instruction in schools nationwide. This policy aimed to marginalise indigenous languages such as isiXhosa and reinforce white supremacy through linguistic dominance. August (2023) is of the opinion that there seem to be ideological clashes between advocacy for multilingualism and the reality of monolingual practices in educational provisions in the South African context. As a result, many isiXhosa learners face challenges in Afrikaans home language classrooms. Consequently, generations of isiXhosa-speaking students were forced into Afrikaans classrooms, where they faced numerous challenges, such as meaning-making, due to their limited understanding of the language. Applying the capability approach as a framework, this paper underscores the need to acknowledge multilingualism through pedagogical practices in the classroom.

				The attempts by the democratic government in South Africa post-1994 to redress past inequities are recognised through policy redress. As such, the Language in Education Policy (LiEP) proclaims linguistic pluralism to uplift the status of the 11 official languages (Jez, 2018) to redress the bilingual practice of only English and Afrikaans (Webb, 1999). Despite South Africa’s explicit advocacy of multilingualism, many school practices seem to disregard multilingual advocacy due to monolingual biases (Guzula et al., 2016). These actions have dire implications for isiXhosa learners as they are unable to achieve educational functions that are important to them for teaching, learning and assessment situations. Teachers are sceptical about using alternative strategies because they are viewed as illegal practices due to a lack of recognition on the policy level (Heugh et al., 2017). 

				Based on these challenges faced by isiXhosa learners, this paper argues that assumptions informing multilingual policies are wrongly premised. This paper argues that multilingual classroom practices cannot be developed in isolation from multilingual assessment practices, such as using translanguaging to support and empower these isiXhosa learners.

				Literature review

				2.1	Understanding the historical background of language unfreedoms in South Africa

				The historical context surrounding language unfreedoms in South Africa is an intricate tapestry that weaves together a complex narrative of power dynamics, colonisation, and cultural suppression. To truly comprehend the unfreedoms experienced by isiXhosa learners in Afrikaans Grade 10 classrooms, one must delve into the convoluted history of language policies and their far-reaching consequences.

				During the colonial era, European powers imposed their languages upon the indigenous populations of South Africa to assert dominance and facilitate control. The Dutch East India Company established a settlement at Cape Town in 1652, marking the beginning of a prolonged period of subjugation for native African languages. Afrikaans emerged as a creole language blending Dutch with various African tongues, serving as a lingua franca for communication between colonisers and locals. However, this linguistic amalgamation was far from equitable; it served to marginalise African languages further and perpetuate social hierarchies.

				The late 19th century witnessed the rise of apartheid ideology, which solidified language oppression in South Africa. The government systematically enforced Afrikaans as the medium of instruction across all levels of education, including Grade 10 classrooms. This policy aimed 
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				to assimilate non-Afrikaans-speaking communities into an oppressive system that prioritised white supremacy and sought to erase indigenous cultures. Consequently, isiXhosa learners found themselves thrust into an educational environment where their mother tongue was disregarded and devalued.

				Furthermore, apartheid policies extended beyond education to encompass various aspects of daily life. Individuals were segregated based on race and forced to live in separate areas designated by skin colour under draconian laws such as the Group Areas Act (Union of South Africa, 1950). This spatial segregation further hindered linguistic development among minority communities by limiting opportunities for interaction with speakers of different languages.

				The struggle against language oppression gained momentum during the anti-apartheid movement spearheaded by influential figures like Nelson Mandela. Activists recognised that language was not merely a tool of communication but also a powerful symbol of identity and cultural heritage. Through their resistance, they sought to reclaim linguistic autonomy and challenge the oppressive systems that had suppressed African languages for centuries.

				The democratisation of South Africa in the 1990s marked a turning point in the fight against language oppression. The new constitution recognised eleven official languages, including isiXhosa, and mandated equitable access to education in learners’ mother tongues. However, despite these legal strides, the legacy of linguistic marginalisation continues to reverberate within classrooms today (RSA, 1996b). Despite South Africa’s explicit advocacy of multilingualism, many school practices seem to disregard multilingual advocacy due to monolingual biases (Guzula et al., 2016). Both the Constitution of South Africa (RSA, 1996a) and the South African Schools Act (RSA, 1996b) advocate for multilingualism in recognising that children have a right to learn the language of choice in the 11 official languages (Jez, 2018). 

				Understanding the historical context surrounding language oppression in South Africa is essential for comprehending the unfreedoms experienced by isiXhosa learners in Afrikaans Grade 10 classrooms. The complex interplay between colonisation, apartheid policies, and resistance movements sheds light on the enduring struggle for linguistic autonomy and cultural preservation. By acknowledging this historical backdrop, we can dismantle oppressive systems and create inclusive educational environments that empower all learners to embrace their mother tongues with pride.

				2.2	Multilingual realities

				One of the main challenges of the 21st Century is the unavoidable and contentious nature of multilingualism worldwide. On the one hand, people are moving from their original places to other places because of globalisation. On the other hand, the achievement of democracy in many parts of the world has redefined language policies to accommodate languages that were marginalised or not there before. Monolingual bias is an educational hindrance for multilingual speakers because the monolingual ideology still prevails in curriculum policies, teaching practices, assessment, and material development (Makalela, 2017). The LiEP alerts us to an alarming gap between monolingual practices forced to incorporate multilingual practices in pedagogy and the lack of multilingual approaches in assessment and evaluation measures (Schissel et al., 2018). The need to revise strict linguistic separations and to incorporate multilingual pedagogies became a topic of interest as it aims to prove that multilingual people do not operate in linguistic isolation (Ossa Parra & Proctor, 2022). 
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				Even though there is global and national advocacy for multilingualism, there seems to be a continuity of marginalisation of multilingual learners subjected to English and/or Afrikaans Home Language teaching, learning and assessment practices in SA. As a result, drawing on other SA languages that are neither English nor Afrikaans has received negative labelling. For example, teachers’ attempt to use code-switching to clarify unfamiliar English language during an English examination written by isiXhosa students in a Cape Town school was seen as a transgression by the principal (Prinsloo & Krause, 2019). In addition, using multilingualism in many SA classrooms or globally is viewed as “illegitimate” (Guzula et al., 2016) or a “necessary evil” (Garcia & Wei, 2014) and Probyn (2009) entitles the use of home languages as “smuggling the vernacular into the classroom”. These views are echoed by Makalela (2017) because languages are put in ‘boxes’ as a means for political leaders to ensure national sovereignty. The ideologies attached to these practices sometimes overshadow the possibilities of merging African languages that can support multilingual speakers, especially with meaning-making.

				2.3	Language policy and its effects

				The language policy landscape in South African education is a complex tapestry shaped by historical legacies and contemporary aspirations. As Simonsen and Southwood (2021) point out, “multilingualism is the norm,” yet the impact on isiXhosa learners in Afrikaans Grade 10 classrooms is a nuanced challenge. The Language in Education Policy (LiEP) was instituted post-1994 to redress historical imbalances, proclaiming linguistic pluralism to uplift the status of the 11 official languages (Jez, 2018). However, despite explicit advocacy for multilingualism in the Constitution of SA (RSA, 1996a) and the South African Schools Act (RSA,1996b), monolingual biases persist, impacting the capabilities and freedoms of isiXhosa learners (Guzula et al., 2016).

				During the colonial era, European powers imposed their languages upon the indigenous populations of South Africa to assert dominance and facilitate control. The Dutch East India Company established a settlement at Cape Town in 1652, marking the beginning of a long period of subjugation for native African languages. Afrikaans emerged as a creole language blending Dutch with various African tongues, serving as a lingua franca for communication between colonisers and locals. However, this linguistic amalgamation was far from equitable; it served to marginalise African languages further and perpetuate social hierarchies. The late 19th century witnessed the rise of apartheid ideology, which solidified language oppression in South Africa. The government systematically enforced Afrikaans as the medium of instruction across all levels of education, including Grade 10 classrooms. This policy aimed to assimilate non-Afrikaans-speaking communities into an oppressive system that prioritised white supremacy and sought to erase indigenous cultures. Consequently, isiXhosa learners found themselves thrust into an educational environment where their mother tongue was disregarded and devalued.

				Furthermore, apartheid policies extended beyond education to encompass various aspects of daily life. Individuals were segregated based on race and forced to live in separate areas designated by skin colour under draconian laws such as the Group Areas Act (Union of South Africa, 1950). This spatial segregation further hindered linguistic development among minority communities by limiting opportunities for interaction with speakers of different languages. The struggle against language oppression gained momentum during the anti-apartheid movement spearheaded by influential figures like the late Nelson Mandela. Activists recognised that 
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				language was not merely a tool of communication but also a powerful symbol of identity and cultural heritage. Through their resistance, they sought to reclaim linguistic autonomy and challenge the oppressive systems that had suppressed African languages for centuries.

				2.3.1	Linguistic assimilation and identity

				The impact of linguistic assimilation on the identity formation of isiXhosa learners in Afrikaans classrooms adds another layer of complexity. Hornberger and Vaish (2009) observed that South Africa differs from Euro-American models, embracing linguistic diversity for nation-building.

				2.3.2	Impact on isiXhosa learners

				Investigating how linguistic assimilation shapes identity emphasises the challenges isiXhosa learners face. The lack of linguistic recognition becomes not just an educational challenge but a cultural one, limiting their ability to express themselves fully and restricting their capabilities.

				2.3.3	Limitations on capabilities

				Delving into the limitations imposed by this lack of recognition unveils a more profound impact on capabilities. Guzula et al. (2016) emphasise that the monolingual practices perpetuated by schools contribute to a clash between the advocacy for multilingualism and the reality of the educational landscape in South Africa. In addition, Heugh et al. (2017) postulated that teaching, learning, and assessment situations in SA remain a challenge because they are often misrepresented in post-colonial multilingual spaces.

				2.3.4	Teacher competence and language Instruction

				The role of teacher competence in facilitating effective language instruction in diverse classrooms is pivotal. According to McKinney and Tyler (2019), there are significant gaps in policy formulation and implementation related to home languages in South Africa.

				2.3.5	Role of Afrikaans teachers

				Exploring Afrikaans teachers’ proficiency and pedagogical approaches reveals potential language instruction disparities. The comfort and competence of teachers in handling linguistic diversity can significantly impact the capabilities and opportunities of isiXhosa learners.

				Theoretical framework

				This study draws extensively on the works of Amartya Sen and Martha Nussbaum on capabilities in enabling capabilities amongst isiXhosa learners placed in Afrikaans classrooms. Sen’s capabilities theory is a framework for understanding and assessing human well-being. It emphasises the need to focus on people’s capabilities, that is, their ability to function and achieve valuable outcomes, rather than simply measuring their material wealth or income (Sen, 1999). Sen argues that viewing development and well-being solely in terms of gross domestic product (GDP) or income can be misleading and inadequate (Nguyen, 2021). Nussbaum (2000, p.67) shifts the focus to what people can do and be and their capabilities, rather than on their mental states or the assets they have at their disposal. The CA is central in the work of Amartya Sen and is guided by the following constructs: capabilities, functionings, conversion, freedoms and unfreedoms, and is seen as an important element in the achievement of functioning. Sen (1999) argues that even though equal opportunities and resources are provided and constraints to achievements are ignored or not seriously considered, the possibility of outcome variations may occur. This study considers these 
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				elements important as they link to the circumstances and experiences of isiXhosa home language learners registered in Grade 10 Afrikaans Home Language classes for teaching and learning. 

				This paper suggests a need to apply the CA because of continuous and existing variations in learner performance in South African schools, where variations in the context of isiXhosa learners in Afrikaans classrooms are being ignored. Through applying the CA, this study thus sought to make meaning and understand the underlying variances in learner performance. It explored isiXhosa learners in South Africa placed in Afrikaans classrooms by investigating their freedoms and unfreedoms regarding teaching and assessment practices. From this perspective, an interrogation of this nature can incorporate Sen’s interpretation that people and communities are different in many ways, and inequalities peculiar to them may positively or negatively impact individuals’ freedoms to achieve in their communities and institutions (Sen, 1999).

				3.1	Foundational constructs of the capability approach

				3.1.1 Capabilities and functionings

				Sen’s CA delineates capabilities as the potential to achieve specific objectives and functions as the actual achievements (Sen, 1999). In the context of this study, acknowledges the diverse linguistic and cultural backgrounds of isiXhosa learners in Afrikaans classrooms and aims to understand how these capabilities translate into effective functioning within the educational environment.

				3.1.2	Conversion and freedoms/unfreedoms

				The process of conversion refers to the transformation of resources into actual achievements. Sen’s emphasis on freedoms and unfreedoms recognises the role of contextual factors and immediate circumstances that may enhance or hinder individuals’ and institutions’ capacity to achieve (Sen, 1999). The study applies these concepts to investigate the impact of language policies and practices on the freedoms and freedoms of isiXhosa learners in Afrikaans classrooms. 

				The study seeks to make meaning and to understand the underlying variances in learner performance by investigating their freedoms and unfreedoms in teaching and assessment practices. (Sen, 1999).

				Relevance of the capability approach to South African education

				4.1	Persistent inequalities in education

				Despite post-apartheid attempts to address historical injustices, scholars like Bakhshi, Hoffman and Van Ravens (2004) argue that true education for all requires equitable access and the means for learners to attain measurable learning outcomes. The CA becomes relevant as it assesses policies concerning their impact on learners’ capabilities and freedoms, shedding light on persisting inequalities.

				4.2	A normative framework for human development

				Sen (1999) views CA as a normative framework that enhances the assessment of human development by expanding capabilities and freedoms crucial for functioning. This view aligns with the study’s focus on understanding the underlying reasons for variations in learner 
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				performance and the impact of language ideologies on these capabilities. According to Sen (1999), the CA focuses on capability and functioning, describing education as a fundamental capability crucial to well-being.

				4.3	Capability approach in education: Expanding beyond economics and philosophy

				Initially rooted in welfare economics and philosophy, CA has evolved beyond these disciplines due to its multi-dimensional framework and ability to bridge various fields (Kuklys, 2005; Nussbaum, 2000; Robeyns, 2008; Walker & Unterhalter, 2007). The CA is new in education, gaining traction in recent years (Nwati, 2015).

				4.4	Normative framework for assessing well-being

				Robeyns (2003) describes the CA as a normative framework for evaluating individual well-being and social arrangements. It operates on three levels: a framework for thought, a critique of other approaches, and a formula for interpersonal comparisons. In the study, it is employed to evaluate the capabilities of teachers and learners in assessing learning practices. The CA is applicable because it introduces the crucial role, differences in spaces, and other existing dynamics within individual institutions impacting development or achievement (Nwati, 2015).

				4.5	Capability sets

				4.5.1	Criteria for assessment

				The study employs capability sets, criteria for assessing what a person or institution can do or be, including freedoms, unfreedoms, interpersonal and inter-social variations, personal diversities, and particular needs, interests, and desires. These sets guide the evaluation of learners’ capabilities and experiences in monolingual exam settings. Maarman (2009) posits that the capability sets are used to explore and explain the nature of learners’ capabilities and experiences in monolingual exam settings and teachers’ capabilities to enhance functioning within learners.

				Capability sets: Freedoms and unfreedoms:

				Freedoms in CA refer to the opportunities or choices a person/institution has that influence his/her ability to achieve specific objectives. 

				Unfreedoms refer to the hindrances of a people/institution’s capacity or ability to achieve, and confident choices by the individual/institution are not because of limited available resources and/or capabilities, but because of their immediate circumstances

				Methodology

				5.1	A rigorous research design and methodology

				 are crucial to unravel the unfreedoms experienced by isiXhosa learners in Afrikaans Grade 10 classrooms. The interpretative qualitative case study paradigm provides a framework for deeply exploring the complex experiences within Afrikaans home language classrooms. Sikes’s (2004) and Babbie’s (2010) interpretive paradigm sets the foundation, recognising the importance of subjective understanding and interpretation in studying language and education. Employing the qualitative approach enabled me to engage with the feedback of participants, as it provided valid insight for analysis about:
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				Learners, teachers and parents’ perspectives and experiences on the use of Afrikaans as a language of teaching, learning and assessment in multilingual classrooms;

				The translanguaging intervention aims to enable isiXhosa learners to make meaning during Afrikaans learning, teaching and assessment.

				5.2	Research sample and population

				The purposive sampling method is chosen deliberately to select participants who can offer valuable insights into the experiences of isiXhosa learners in Afrikaans Home Language classrooms. Five teachers, twenty parents and 26 learners were selected to ensure diversity and a comprehensive view of the teaching and assessment practices in the context of multilingualism. The focus on Grade 10 classes is strategic, as it represents a critical juncture in the educational journey where learners are expected to engage with more complex linguistic and literary concepts. 

				5.3	Data collection and data tools

				Data collection is a multifaceted process, utilising various tools to capture the richness of experiences. The tools included qualitative questionnaires, individual interviews, focus group interviews, lesson observation, and document analysis. 

				Seidman’s (2013) view of semi-structured interviews as an important data source is adopted, allowing teachers to express their concerns freely. Focus-group interviews, following Hatch’s (2023) perspective, provide valuable triangulation for research. Yin (1994) emphasises the significance of observation in qualitative case studies. As a result, the researcher adheres to Stake’s (2008) approach and spends extended time on-site observing multilingual practices, particularly in drama literature. The study observed the impact of the COVID-19 pandemic on class sizes and explored patterns of multilingualism in teaching, learning, and formative assessment. As recommended by Hatch (2023), the focus-group interviews facilitate triangulation, enriching the data with diverse viewpoints. The focus on multilingual practices, particularly the potential integration of bilingual glossaries, aims to uncover patterns that impact assessment strategies.

				5.4	Data analysis and reporting

				The study also employs document analysis, following Yin’s (1994) recommendations by examining official and unofficial documents. The study analyses the school’s language policy concerning the Language-in-Education Policy (LiEP) and learner answer books to establish compliance with the National Language policy.

				Document analysis, as an analytical method (Corbin & Strauss, 2008), is employed to examine official and unofficial documents. Analysing the school’s language policy about the LiEP and learner answer books is crucial to the study. This approach aligns with Yin’s (1994) recommendation to use documents as evidence for corroborating and augmenting information obtained from other sources.

				Ethical considerations

				Ethics represents respect and helps to clearly distinguish between what is right and what is wrong (August, 2023). Participants were advised that participation is voluntary; they are free to withdraw at any research stage without undesirable consequences; anonymity will 
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				be ensured at all costs, and transcription of interviews will be anonymised. Consent forms detailed and outlined handling of responses for confidentiality and the purpose of referencing. To ensure anonymity and confidentiality, this research used the following codes: “TM1/TF1” for teachers, “LB1/LG1” for learners, and PM1/PF1 for parents to identify participants.

				Research ethics permission for this research project was obtained from the University of the Western Cape’s Education Higher Degree Committee (EDUHD), the Senate Higher Degrees Committee (SHDC), the Western Cape Education Department’s Research Division, and the School SGB. 

				Findings

				Exploring the experiences of isiXhosa learners in Afrikaans Grade 10 classrooms reveals a complex interplay of challenges and unfreedoms shaped by language, education, and societal expectations. Teachers, parents, and learners contribute distinct perspectives, creating a nuanced tapestry that demands careful examination.

				The study findings suggest that teachers grapple with the choice of parents and learners of Afrikaans as the medium of instruction, navigating between personal comfort and institutional requirements. Below, extract one highlights the following.

				Extract 1: Teachers verbalising their frustrations

				TF1: Learners are suppressed in terms of their thoughts and identity to measure up to the expectations of the white ‘correct version’ of Afrikaans.

				TF2: There are schools for isiXhosa home language learners.

				TF3: ... There are schools in the area that the Xhosa learners can go to.

				TF4: Parents know their children can’t speak proper Afrikaans, but they enrolled them in our school, then we have to struggle with the learners because some of them don’t understand the work.

				In addition, Afrikaans is viewed as the language of opportunity and learners choose Afrikaans as their LoLT, yet learners struggle to cope during teaching, learning and assessment. Learners, influenced by factors such as job opportunities and parental decisions, also face challenges as their home language clashes with the imposed Afrikaans medium. Some learners pointed out their preference for Afrikaans as LoLT was based on the opportunity after school. The learners’ responses in Extract 2 included the following:

				Extract 2: Afrikaans is seen as a language of opportunity by learners and parents

				LG2: If you speak another language, you do not get many job opportunities.

				LG3: Hoekom ek by ‘n Afrikaans skoolgaan, is omdat Afrikaans is ‘n taal wat jou baie kan help in die toekoms, baiewerke vat mense omdat hulle Afrikaans praaten Engels. As jy ‘n ander taal praat is dit nie maklik dat jy werk kry nie. (The reason why I attend an Afrikaans school is that Afrikaans can help you in the future. Many companies employ people because they can speak Afrikaans and English. If you speak another language, then you can’t easily find a job).
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				LB9: Omdat daar beter geleenthede voorgestel is in die taal asook is daarmeer werk beskikbaar in daar die taal. (Because there are better opportunities and more employment available in the language).

				On the other hand, parents enrol their children in Afrikaans-medium schools, aspiring to future advantages, yet dissension arises as learners struggle with language demands.

				PF1: It is the best choice. 

				PF2: Here in the Western Cape, it is a preferred language. It is easy to find a job when you speak Afrikaans. I speak out of experience.

				PF6: Afrikaans can give opportunities after school.

				PF9: There are more opportunities for my child if he speaks Afrikaans. More 

				work is available.

				PF11: It is my choice where my child must go.

				PF13: I am a Xhosa speaker, and my husband speaks Afrikaans. I want my child to learn both languages.

				PF17: I feel comfortable sending my child to an Afrikaans school.

				PM1: To have a future.

				PM3: I chose the school for my child because I want him to know Afrikaans.

				The hope for a better future and the mindset regarding the prestige of a language shaped the choices of learners and parents, even though they struggled to cope with the chosen language of learning and teaching. There seems to be a misconception between the parents and learners and the achievement of better opportunities for their children. Parents were often driven by their circumstances and saw schooling as the only way for their children to have better opportunities. However, their children’s inability to cope with the school’s demands and the parents’ chosen LoLT made it difficult for the learners to cope in the schooling environment. Furthermore, the learner’s inability to use the chosen LoLT (Afrikaans) as a meaningful resource and the parents’ inability to support learners with the chosen LoLT contradicts their view of the language that brought better opportunities and ultimately changed their circumstances. The language choice imposed unfreedoms on the learners, as some pointed out, they did not have a choice on the school or the LOLT, as seen in Extract 3.

				Extract 3: Unfreedoms of learner choices of LOLT

				LB3: Ek het dit nie gekies nie. My ouers het vir me in die skool geregistreer as ‘n Afrikaans leerder. (It wasn’t my choice. My parents registered me as an Afrikaans learner).

				LG11: Dit was nie my keuse nie, dit was my ma se keuse (It wasn’t my choice, it was my mom’s choice).

				LB 1: We never had a choice; parents said it was the best choice.

				The study also revealed linguistic diversity within these classrooms, posing challenges for teachers, especially in supporting learners with unique home languages. 
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				Extract 4: Linguistic diversity posing challenges

				TF1: The learners at my school are enrolled in Afrikaans classes, but some do not speak Afrikaans as a Home Language but isiXhosa and other indigenous languages. 

				TF2: Our learners at school speak different languages. The Afrikaans learners speak slang such as ‘Kaaps’; others speak Xhosa and other languages. We have learners from Zimbabwe who can’t speak Afrikaans. I have to switch to English to explain to the learners.

				TF 3: …We got learners from different home languages as well as foreigners.

				TF4: Afrikaans has different varieties, and the Afrikaans spoken by learners at our school is not the same as the formal version expected to be used for teaching, learning and assessment.

				Learners also expressed difficulties in freely expressing themselves in isiXhosa within the Afrikaans medium, leading to a sense of linguistic suppression. 

				Extract 5: Linguistic suppression

				LG3: Ons as Xhosa sprekende kinders het ons nie rerig vryheid nie want as ons in die meeste klasse Xhosa praat word ons uitgesit. (We as Xhosa speaking children don’t have the freedom because in most classes when we speak Xhosa we are chased out of class).

				LB7: As ek en Aviwe Xhosa praat dan sê hulle dis ‘n Afrikaans klas. (If Aviwe and I speak Xhosa then they say it is an Afrikaans class).

				LB8: Baie van die onderwysers vat ons aan wanneer ons in ‘n ander taal praat dan word dit vir ons gesê dat dit ‘n Afrikaans skool is. (Many teachers challenge us when we speak in another language and tell us that it is an Afrikaans school).

				LG9: Ander onderwysers wil nie hê dat ons Xhosa praatnie want dit is ‘n Afrikaans skool. (Other teachers don’t want us to speak Xhosa because it is an Afrikaans school.)

				These unfreedoms and challenges highlight the disparities between parental aspirations and learners’ struggles with Afrikaans. Furthermore, the experiences of teachers, influenced by gender, age, and teaching background, amplify concerns of social injustices resulting from the lack of support for diverse language learning needs. The ideology of language created in colonial settings still seems to prevail even after many attempts to correct the mindset through policy regulations in a democratic era in SA. This ideology, created through language, thus impacts learners’ freedom and desires to have opportunities after school in the workforce. The need to belong to a school community of Afrikaans seems to be of interest to the parents and some learners in pursuing opportunities in the world of work. The assumption of the parents that Afrikaans could give their children a better future without considering the struggle of their children created a moment of despair for these children. At the same time, teachers’ preference for teaching Afrikaans without considering alternative solutions seemed an even greater social injustice to the learners because, without relevant support to these learners, their hope of a better life was just a far-fetched dream. 
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				The concept of Ubuntu, or communal humanity, seems absent in addressing learners’ linguistic needs. As a result, teachers suggest learners attend schools accommodating their home language, disregarding constitutional rights. It was also noted that learners feel constrained using isiXhosa, hindering their learning experience. The misalignment between aspirations, preferences, and struggles necessitates re-evaluating language policies and teaching practices.

				Monoglossic language-in-education policies rooted in colonial legacies emerge as a form of epistemic injustice. Observations of print-rich classrooms and divergent teaching approaches add layers to the complexities that teachers and learners face. The prevalent silence in the classroom hinders effective communication and understanding, underscoring the need for a more supportive learning environment. 

				The study also established that teacher actions reveal a mismatch between opportunities provided to non-mother-tongue learners and the need for more inclusive strategies. Assessment practices focusing on lower order thinking highlight a gap in addressing cognitive development for higher education, necessitating a re-evaluation of strategies to accommodate linguistic diversity. Teachers express frustration with curriculum coverage, limited time, and challenges teaching Afrikaans to non-Afrikaans-speaking learners. Learners find Afrikaans assessment challenging, affecting results and emotional expression, emphasising the urgency of addressing systemic issues.

				Parents voice concerns about their children’s academic performance and challenges in coping with Afrikaans, revealing a contradiction between aspirations and challenges. At the same time, learners’ perceived lack of freedom to use alternative languages and inadequate teacher support contribute to frustration and discomfort, highlighting the need for inclusive environments and supportive strategies.

				Recommendations

				These findings emphasise the need for transformative change within the education system as current practices perpetuate social injustices, constraining isiXhosa learners’ meaningful engagement in Afrikaans classrooms. Translanguaging, acknowledged as a bridge to overcome language barriers, signifies a potential solution to create a more inclusive educational environment to enhance the capabilities of students placed in Language classrooms that vary from their mother tongue or home language.
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				Table 1:	Configuring a new translanguaging model

				
					Purpose of translanguaging model

				

				
					Actions of teachers

				

				
					Actions of learners

				

				
					Other stakeholders

				

				
					Actions of role players

				

				
					To transform unfreedoms into opportunities to enhance the meaning-making of isiXhosa learners in Afrikaans classes.

				

				
					Use alternative linguistic resources. It would be great if I could have headings or instructions in their language.

				

				
					Learners should actively engage in their learning processes

					Use their mother tongue to make meaning to strengthen the output in LOLT

				

				
					Departmental officials

				

				
					Support the incorporation of alternative language practices

					Have language initiative drives

					Mentor teachers

				

				
					Empower them to become fluent in a different/other language 

					Use collaborative teaching 

					methods.

					Form a community of practices. 

					Teachers to familiarise themselves with learners’ language. 

					Teachers empower themselves so that they can encourage learners

				

				
					Policymakers

				

				
					Formalise language practices such as translanguaging on a policy level- it should no longer be viewed as illegitimate, evil or smuggled vernacular.

				

				
					teacher interacts with colleagues from other departments

					embrace diversity

				

				
					SGBs 

				

				
					Revise school language policies to become more inclusive and culturally responsive.

				

				
					Set questions in the LOLT and mother tongue language (isiXhosa) 

				

				
					Parents

				

				
					Support learners as a third leg of the school.

				

				
					The use of isiXhosa in headings and instructions allows learners to communicate and interpret in isiXhosa during activities and share their interpretations in Afrikaans after the activity. 
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				The implementation of the reconceptualised translanguaging model is a promising avenue that acknowledges linguistic diversity and cultural responsiveness. It encourages social justice and will provide learners with opportunities to increase academic achievement, which could lead to higher learning opportunities and job opportunities.

				Conclusion

				The study’s findings underscore a compelling argument for implementing language intervention strategies that leverage learners’ home languages as valuable resources for meaning-making. The identified issues within the research site highlight challenges faced by teachers and learners in Afrikaans Grade 10 classrooms, particularly those who are isiXhosa speakers. The study illuminates key factors contributing to frustrations and underperformance, emphasising the critical role of language in teaching, learning, and assessment.

				Frustration expressed by teachers with isiXhosa learners in Afrikaans schools is attributed to limited skills in handling increasing numbers of multilingual learners. Moreover, government schools face challenges exacerbated by a lack of support from the education department and school management, fostering negative attitudes among teachers. This negativity extends to learners, influenced by parental inability to speak Afrikaans and support their children, further complicating the dynamics within the classroom. Additionally, unclear policy guidelines regarding permissible practices in teaching multilingual learners contribute to teacher concerns.

				The study aligns with acknowledging the inevitability of multilingual societies and the permanence of multilingualism. It argues that addressing underperformance becomes feasible with support at all management levels. Transparent policy guidelines are crucial for supporting multilingual learners effectively.

				The study advocates for implementing explicit language intervention strategies, emphasising the importance of transparent policies, collaboration, and recognising learners’ linguistic diversity. The translanguaging model emerges as a promising approach to address the complexities of multilingual education, offering a pathway to enhance meaning-making and educational outcomes for isiXhosa learners in Afrikaans Grade 10 classrooms.
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