


















































































































































































































































































































































































































































































































































































Picture 5.14 Drawing representing colours 



Picture 5.15 
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Drawing representing colours 

By a nine year old English speaking girl. Drawing done in a Zulu lesson 

,. 

264 



P
ictu

re 5.16 
D

raw
in

g
 representing seasons 

B
y a nine year old E

nglish speaking girl. D
raw

ing done in a Z
ulu lesson 

I -! 
' 

D
 

, I I 
'.'\ 

I 

fl 
I 

I 
,.. 

·) 
(·: 

'J
 

' 

. I J 
I i! '! 

~
 ~

· 

265 



P
icture 5.17 

D
raw

ing representing seasons 

B
y a nine year old E

nglish speaking girl. D
raw

ing done in an
 A

frikaans lesson 

266 



5.9 WEEK TEN: 30 MARCH - 2 APRIL CREATIVE GROUP TASK 

WORK 

The results depicted in this section are taken from the lessons outlined in sections 4.4. 7 to 4.4.7.4 

in Chapter Four. 

The last week of the research. Because it was the last week of school and the children, 

especially the hostel children were going home, getting excited and generally getting holiday 

fever, the researcher decided to complete the investigation by challenging the children with task 

work. The researcher divided the class into groups of six, which were all multicultural and not 

peer groups, but very diverse. Basically everyone was 'mixed' according to language, ability, 

intelligence and culture. They were given a worksheet with a series of pictures on it which each 

group used as a springboard for ideas (See Photograph 5.8). They had to then go out and make 

up a story, telling it in sequence from child to child in both languages. The groups remained the 

same for both Afrikaans and Zulu. Each group had to solve its own problems and organize its 

individual groups. The researcher had ensured that there was an expert in each group to help 

facilitate the various languages. The results are documented below. It was wonderful to see the 

socialisation and cross cultural integration and the children thoroughly enjoyed the exercise with 

much fun and laughter along with a great variety of stories were told, simply but effectively. The 

researcher gave very little help here. The children were encouraged to actualize their knowledge. 

The same criteria were used as before, for marks. The children were not aware of the fact that 

they were being allocated marks. They were given full control to do the best they could, in their 

groups. Marks were allocated for good sentences and individual effort and ability in the 

languages within the groups. The results of their efforts are depicted in Figures 5.27 and 5.28. 
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Photograph 5.8 Groups of six discussion 

A multiracial group of six children deciding what to do for their play in Afrikaans and Zulu. 

Natural leaders always came to the fore in group activities. 

Figure 5.27 Good sentence work 

15 ~--------------~ 

14 -+--- - ------ ---------
13 -t----------~------

12 -+---------~--'------­

~ 11 -1---------~-1-------­

~10 -+----------1-------­
"" ~ 9 ~--------111~-+------
u 8 -+----- - - --+----t--+=-- --­... 
0 7 -+-----------r-;- ----+,r------"1.----
~ 6 -+-----------------_,.. _ _ ___ 
~ a 5 -+----- - -----rf----+---+-''-----+---

i 4 -+---- --- +-'----lr--+--T----------'!--
3 -+-------r--+----+-t--tc--~·-r--

2 -+------ - - - --
1 -+------~· 

0 - -,.---,..-- -r---,,---,- --.----,----,---~ I 

Total: 31 children 

1 child absent 

Mean score Afrikaans 

i =l7673l 

x= s.67 

x=6 

Mean score Zulu 

0 2 3 4 5 6 7 8 9 10 x = 190 -;- 31 
Possible Scores out of ten 

Zulu - - Afrikaans 
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Figure 5.28 Individuals within groups 

15--.-----------------
14 -+-- ---------- - ----
13 -+--------- ------ - -
12 -+------- --------- -

all -+----------111<:-- ----t------­
~IO -+-------=--~---++----­

"O ;a 9 -.-------1-- -.\----1--4---- -

u 8 -+-------r----.,----1--\----­.... = 7 -+-- - -------J'-----+--- 1---1----
l 6 -+------1----~--------

~ ~ -+------- ____.,,-----+-+------"<---
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2 -+----------~..,_ ____ _ 

Total: 31 children 

1 child absent (Afrikaans) 

30 children (Zulu) 

2 children absent 

Mean score Afrikaans 

i.=4.58 l -+---------- - -111--------
0 --t--,------.---,--.--.---.----.---.-- -.--, 

i=5 
10 0 2 3 4 5 6 7 8 9 

Possible Scores out of ten 

Zulu - - · Afrikaans 

Mean score Zulu 

i= 6.56 

i=7 

It is interesting to note that overall both Afrikaans and Zulu came up almost equal in the good 

sentence work, but that Zulu once more took the lead when assessing individuals within the 

groups. Zulu has definitely proved to be the language of preference for the class, during this 

research. 

Figure 5.29 
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5.9.1 Afrikaans/Zulu Discussion 

Figure 5.29 depicts the higher score for Zulu, indicating that it is the language of preference for 

the majority of the class. This is an interesting change, bearing in mind the lower scores for Zulu 

at the beginning of the research. 

The ten weeks was an extensive language learning time but proved very fruitful. The researcher 

feels that these ten weeks were a mere foundation to what could be an extremely successful 

programme. The children and researcher enjoyed it immensely. Much language was learnt, but 

at the same time it must be said that six periods a week each, for two languages is not enough, 

therefore the researcher felt that the progress was slow. Much more time is needed in the 

acquisition of languages, to reinforce, repeat and practise. Ideally an hour a day per language 

would be the best, as then much more practice would have been possible in both Afrikaans and 

Zulu which would then complement English. Versatility would be greater as well. The researcher 

feels that ten weeks is not long enough to "fix" a language permanently in a child's mind, it is 

merely opening the door or laying the first brick. Much reinforcement is needed. 

As expounded by Klein (1995: 454) knowing other languages is helpful and should aid the 

acquisition of English. This conclusion is particularly important when advocating increased 

foreign language instruction in schools. In conclusion to this practical study, the marks that were 

averaged out for the term - were all the "production" marks, that is, the marks given for actual 

verbal communication. The final percentage for the two languages were as follows. 

Zulu 61% 

Afrikaans 54% 

Zulu at the end of the first term was the language of preference because it was more relevant and 

in usage every day by both the Zulu speaking children and the non Zulu speaking children, many 

of whom lived on the surrounding farms in the area. Afrikaans was the easier language to read 

and write due to prior learning and because it is the easier language, especially when doing 

written work although it does not have much purpose for the children out of school in the 

community. Even the Zulu children who had never really learnt written Zulu before, found Zulu 
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a challenge. The end result is an interesting one, because, the motivation was there to learn which 

resulted in a higher score for Zulu, along with the fact that there are 11 Zulu speaking children 

in the class who were delighted at the recognition and positive reinforcement of their mother 

tongue, even though most of them have been educated in English medium schools. It is 

encouraging to see that even though llQ Zulu had been taught the year before, when motivation 

is high, a good catch up period is possible. Even English speaking children preferred Zulu. There 

were however, some Zulu children who rated Afrikaans as one of their better subjects. 

Another interesting result at the end of term was the fact that overall (inclusive of all subjects 

required for the grade 4 curriculum) two African, Zulu speaking children occupied the top two 

positions in class, namely first and second. Both speak Zulu at home, are educated in English and 

are learning Afrikaans and they are fluent in all three. It is interesting to note that they have even 

beaten the English speaking children. This once again reinforces the idea that speaking more than 

one language is condusive to cognitive flexibility and is not detrimental in any way to the child. 

Both these children are confident, relaxed and totally unaware of their status, as are so many 

children in this world. The motivation and desire to learn is a very vital force within a person 

who wishes to succeed. That drive should be always positively reinforced by the teacher within 

a good climate that is created in the classroom situation. Winning in a language can mean 

winning elsewhere, opening yet another door for success within another culture, as proved by the 

research class and these two top children this first term. 

It is important to compare all the scores in order to get a true reflection of the results. An overall 

comparison of all the mean scores when finally calculated may be summarized as follows (All 

averages are rounded off to the one decimal place). 

This comparison follows; the results of which indicate that Afrikaans and Zulu were possibly 

acquired more or less simultaneously, with Afrikaans being possibly easier to write and Zulu 

easier to speak. 

I. All inclusive averages -

Afrikaans x = I 07 .6 + 18 

x= s.97 
x=6 
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2. Pretest means are as follows, indicating pre knowledge to the sections -

Afrikaans x = 2.3 Zulu x = 2.3 

The equal scores between the two languages indicates that the children were equally 

ignorant in both Afrikaans and Zulu. 

3. Post test means which follow, indicate acquired knowledge during the programme -

Afrikaans x = 10.44 Zulu x = 7.62 

The 2,82 difference indicates that possibly Afrikaans was easier, especially when writing. 

4. The interim sentence mean scores are as follows -

Afrikaans ii.= 5.48 Zulu ii.= 6.25 

The difference of0.77 between the two languages, indicates that orally and aurally, the 

two languages were acquired virtually simultaneously, as the difference is not great, 

although Zulu appears to be the preferred language. It is pleasing to note that as a means 

of communication, it appears possible to acquire two languages simultaneously. 

5. With two averages for production only; indicating that Zulu was the preferred language. 

Production averages -

Afrikaans x = 54% Zulu x=61% 

The difference between the two is 7% which is not great. 

With all the means being very close generally, and the production percentages 7% apart, it is a 

very exciting indication that it is a possibility to acquire two languages simultaneously. The 

difference in production percentages is not very great, but does indicate Zulu is the preferred 

language which is reinforced by the overall means for the two languages indicated here, with 

Zulu having a 0.9 lead. 

Afrikaans 15.638 

15.6 

Zulu 

= 

16.534 

16.5 

The theory in the first three chapters indicates that it is possible and desirable to acquire two or 

more languages simultaneously in South Africa with its eleven official languages. Reinforced 

272 



with the positive results of this study, this is an exciting, interesting prospect, but does require 

a more in depth, longer programme of research (See Appendices 5 and 6 for test mark examples). 

The work required by the teacher for teaching two languages simultaneously requires a great 

amount of energy, insight and planning. The teacher must be versatile, cognitively flexible and 

very organised in lesson plans and lesson execution. There appears to be a very definite 

facilitative factor in covering the same subject matter in the two languages, both for the teacher 

and the children. The familiarity definitely created a feeling of security and comfort. It became 

apparent as the weeks passed, that, the more enjoyment the children experienced in one language, 

the more it created excitement for the same activity, in the next language. For the teacher, should 

a gap appear in the lesson on one language this made it easier to ensure that it did not occur in 

the other language. The teacher has to be an active part of the lesson, actively involved and 

facilitative. The children looked to the teacher for the very vital questions and information. 

Imitation played a very important part in both languages initially, until the children acquired 

enough words for themselves to play around with and experiment with. An uncritical approach 

whereby mistakes were accepted and incidentally corrected along with the fun and laughter which 

included the teacher, went a long way to expel fear of experimentation. Rather it facilitated the 

way in which the children acquired the languages and the children where happy to try things out. 

Even though the programme for the research has come to an end, and the class time-table has 

reverted to Afrikaans as the second language with Zulu as the third during the second, third and 

fourth terms, the children have found it very easy to adapt to more formal work in both 

languages, an example of which is evident in Pictures 5.18, 5.19 and 5.20. With the grounding 

in talking and hands on daily experience, the more fo~al work has definitely slotted in easily. 

The researcher is keen to try and change the unequal time allocation for the two languages so 

both languages may be permanently, simultaneously taught. This will involve a whole new 

approach to language teaching and the way books are produced. In the researcher's view, with 

further research and careful planning, this is possible. 

It seems fitting here to quote Krashen (1981: 125-126) who states "there are clear tendencies and 

one can talk about an average order of acquisition. Caretaker speech is not finely tuned to the 

child's growing competence. The syntactic complexity of caretaker speech does not grow in exact 
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proportion to the child's competence ... but may be roughly tuned to the child's level. Caretakers 

modify their speech in order to communicate with children in order to control their behaviour and 

make them understand what they are saying". This 'hands on' approach to language is very 

important and particularly useful for simultaneous acquisition. 

The teacher must always talk "beyond" the children in order to 'stretch' them and provide them 

with more tools, that is, the language. Krashen ( 1981) continues and states that "children progress 

by understanding language that is a little beyond them. The structure contained in this language 

is with the aid of content. With caretaker speech being rooted in the 'here and now' this probably 

provides a helpful context to a great extent. The here and now quality of caretaker speech is one 

of its "best tuned" aspects. For simultaneous acquisition of a second and third language, "here 

and now" is a very important aspect to acquisition. As the infant acquires language, so is the 

infant stage of"any" language acquisition. The here and now is a great reinforcer of the context 

being experienced. The whole person is experiencing what he/she is learning and therefore 

memory of what is being acquired would hopefully be permanent. A pleasant memory is more 

likely to be happily recalled rather than an unpleasant one. Every effort should therefore be made 

for the simultaneous acquisition of a second and third language to be a pleasant one. 

Before concluding the research investigation, the researcher felt that it was important to include 

opinions given by the children who were taught by the researcher during 1996. Zulu was their 

third language. It is interesting to note that their opinions fit in very aptly with the information 

given in the first three chapters of this dissertation. These follow in section 5.10. 

Because the researcher of this dissertation was also a participant in these lessons, being the 

teacher, it seems relevant to end this chapter with a few comments on being observer, evaluator 

and participator. 

• 
• 

• 

It required much time, effort and patience in all lessons with good thorough pre planning . 

The children were very comfortable in the company of the researcher as they knew her 

well, this made experimenting in class, easy. 

The researcher was at ease experimenting in lessons as the children and classroom 

territory were very familiar. 
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• 

• 

• 

• 

• 

• 

• 

• 

• 

• 

The researcher/teacher was in a position to manage time scheduies as required, which was 

a great advantage to the study, lesson wise. 

Being familiar with the children, made lessons easier to prepare and deliver as ability and 

behaviour of children were familiar to the researcher and any discipline problems were 

easily handled which made the programme more effective. 

Remaining neutral in assessing children in both languages was a challenge. The 

researcher had to actively listen to children's production capacity in order to ascertain a 

true mark for the child's ability, and be aware not to just give a mark that would fit in 

with the rest of the child's subject profiles. 

Ensuring that the researcher was seeing things as they presented themselves, and not 

subjectively or as the researcher wished them, was a constant effort. 

Remaining the researcher, being the facilitator and not the dominant teacher was also a 

continuous effort. 

Ensuring the children did what they wanted to do and not what they thought the 

researcher/teacher wanted them to do, was also important. 

Ensuring that all the subject matter (in both languages) was the same proved to be 

exceptionally hard work, especially due to the fact that no books were available with 

everything in them. For example, the 15 sentences, especially in Zulu, had to be 

rechecked a couple of times as books, Zulu adults and Zulu children did not agree on 

certain aspects of the grammar. 

Constant checking and rechecking was important in all written work . 

Ensuring all children managed to be successful required much active input on the part of 

the researcher/teacher and constant interaction with the children. 

It was very rewarding . 
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Picture 5.18 Work example 

Afrikaans 4 block comic story by an English speaking nine year old girl. 
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Picture 5.19 
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Zulu 4 block comic story written in Zulu by a nine year old Zulu speaking 

boy being educated in English 
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Picture 5.20 
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A Zulu story by a nine year old Indian, English speaking girl writing 

unaided by the teacher in Zulu 
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Photograph 5.9 is an example of the enjoyment, fantasy and assured success of group work and 

play acting, that may be achieved in a classroom setting. 

Photograph 5.9 Play acting group work 

A multiracial group acting out a hunting scene in Zulu. They had organized everything, from 

props to dialogue. Their enjoyment in their fantasy story world is evident. 
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5.10 CIDLDREN'S OPINIONS 

The following opinions from sections 5.10.l to 5.10.3 are given by children, taught by the 

researcher during 1996, during third language lessons, namely Zulu. The questions asked by the 

researcher are the headings in bold print. Children wrote down their answers on scrap paper and 

then the researcher took them in and sorted them into their respective groupings of answers, 

which are printed here. 
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5.10.1 What Is Difficult About Learning A Third Language/Another Language? 

According to a (grade 7) group learning Zulu as a third language, after 6 months these aspects 

were to them the most difficult. 

I. Pronunciations 

2. Spellings (plurals, similar words) 

3. Basic understanding of what is said 

4. Memoty for new words, vocabulary 

5. Singing and sentence work 

When the children felt inadequate, unskilled and at a loss at what to say the feeling of being 

threatened created a reluctance to experiment and talk. 

5.10.2 What Have You Enjoyed? 

I. Giving orals 

2. Playing fun and games 

3. Acting 

4. Easy work 

5. Singing 

6. Practical things 

The children enjoyed being given control to do what they preferred, which was the creativity of 

constructing houses or colour charts. The rhythm of song was fun and the organizing of plays was 

a challenge and enjoyable. Drawing on their own knowledge and working together in groups was 

not threatening. Pooling ideas and creating a winning item whereby all were physically and 

mentally involved created greater interest. Confidence, being challenged and enjoying themselves 

created the motivation to try, more especially in that they could help each other. The 'experts' 

supplied the required information and 'peers' taught each other, which eliminated the feeling of 

threat and the 'I don't know what to say' feeling. 

280 



The latter ties in with the information that children prefer activity that is interesting (which is 

crucial) and that the importance ofleaming for the individual depends on the meaning it has for 

the individual. It must be real communication rather than the particular structure of the language 

only. The children enjoy active involvement in their learning as through their active involvement, 

they give meaning to the information being acquired. 

5.10.3 What Did You Find Easy? 

A variety of children answered the following: 

I. tests 

2. talking 

3. cutting and sticking activities within communication activities 

4. colouring in worksheets 

5. preparing topics and then having to do something with them 

6. making fun things 

7. orals 

8. smgmg 

As the children became more skilled in the language, namely Zulu their confidence grew, as did 

the motivation to do more and experiment. When they felt that they were guaranteed success, 

they had fun, enjoyed themselves and ventured into more elaborate conversation. 

Cone lusions that may be drawn from the a hove information indicate that the children find 

'communication' orientated tasks enjoyable and meaningful along with being actively and 

physically involved in the task. The simple success led to greater success and more confidence 

in their own ability to talk Zulu. 

5.11 DISCUSSION ON LANGUAGE TEACIDNG 

From classroom experience of 18 months teaching in three languages, namely English to grade 

4, Afrikaans to grade 4 and 5 and Zulu to grades 4, 5, 6 and 7, at different times, one common 
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factor emerged in all three languages, namely that once the children had a few tools, for example 

vocabulary in the form of nouns and verbs, and personal pronouns, I, me, you, we, they were 

comfortable about talking, about making mistakes and knowing it was acceptable. They enjoyed 

experimenting, doing plays and having control to put together what they felt comfortable with, 

and moved on to higher understanding. Meaningful enjoyment is the core, where they are actively 

involved in making their own decisions. The latter reinforces Shuttleworth' s views whereby the 

children decide on what to say and also to reinforce Bannatyne's statement mentioned earlier in 

this dissertation that the auditory areas and its deficits are at the heart of true language problems, 

including most reading disabilities. This reinforces the idea that for all three languages to be 

learned, the children must speak them and understand each sound structure first. The auditory 

perceptive faculties need to be pleasantly reinforced in the flow of each language in order for the 

children to feel comfortable and confident and be willing to learn more of the relative sound 

structure of the language, before they get to symbolism. 

Multi-sensory teaching techniques are, as indicated by this study the most effective, whether it 

be acquired by the teacher or parent or incidentally. According to Crystal (1987: 45) ... extending 

grammar usage into previously unfamiliar contexts is vital. Teachers must help the children to 

generalize and to go beyond their texts and to think abstractly about what they are doing and what 

they can do in order to meet their everyday demands. Positive child-adult interactions are 

imperative, and the adult always has to be in control to facilitate learning and take the child 

beyond his/her boundaries. Language in use requires its pupils to make a largely observational 

analysis oflanguage, accumulating images of features in texts they have collected. There is no 

theoretical reason why bilingual and even a trilingual situation should necessarily pose children 

with extra language learning problems over the first fe~ years. If the language environment is 

natural, consistent and stimulating, children will pick up whatever languages are around, and as 

evidence of this, a considerable proportion of the world's children are in fact reared in 

multilingual setting (Crystal 1987: 99). 

In conclusion to the dissertation topic about the simultaneous acquisition of a second and third 

language the researcher contends that it is possible under careful planning and creative teaching 

for children to acquire a second and third language simultaneously. 
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Was the programme a success? Yes, it most definitely was a great success and thoroughly 

enjoyed by the children and researcher, the latter for whom it was very hard work as well. The 

insights were very positive. 

In answer to the research question, "is it possible, and desirable to acquire a second and third 

language simultaneously"?, in the researchers view, "yes it is". 

The future of our country's success depends on progressive thinking, change and a new way of 

seeing things. Our children deserve as many tools as they may possibly have available to them, 

in order to achieve success. Good language acquisition is one of these very important tools. A 

new way of teaching along with motivation and a hands on approach to actuality will make these 

opportunities readily available. The researcher wishes to conclude with the idea that to teach is 

to talk, to talk is to communicate, to communicate is to open the pathway to a successful life. 
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CHAPTER SIX 

SUMMARY AND DISCUSSION 

6.1 INTRODUCTION 

The present study has attempted to examine the question "Is it possible and desirable to acquire 

a second and third language simultaneously"? in our present day South Africa. Because language 

is uniquely human and acquired gradually from birth, developing right into old age and taking 

into account the eleven official languages of our country at present, the stated question became 

a feasible research topic. Due to the many language opportunities available to any one individual, 

numerous questions were asked and gradually answered as the study progressed. Language being 

a very intimate and intricate part of our lives, is a very forceful element in the success or failure 

of any individual within the context of our rainbow nation. The very many problems experienced 

in our society, at the basis of which is fundamentally the inability to understand each other makes 

language an important prerequisite for success on a daily basis in order to solve these problems. 

Because of the ruling democracy, new ideology and many resultant changes in education, 

individuals now have a choice as to which language they wish to be educated in, which will then 

aid in the choice of a second and/or third language that might be required. The idea of 

'geolinguistics' is also an important one, whereby the location, community, situation of the 

individual and his/her environment and individual goals will dictate as to the languages he or she 

might require, and/or acquire. Understanding the fundamentals oflanguage along with humanity 

itself, are vital parts of the linguistic whole. People talk, listen, understand and communicate, but 

how? This takes us to the rationale of the study. 

6.2 A BRIEF SUMMARY AND FINDINGS OF THE LITERATURE 

STUDY 

The perception of'simultaneous acquisition' refers to the acquiring of two skills at the same time 

and pace. These skills may be regarded as tools to a wider communication base, an instrument 

to social debate, career enhancement, good education or more personal happiness. For whatever 
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reason, the intrinsic motivation, the desire to acquire these languages must be strong in order to 

open the doors to knowledge acquisition within the individual. 

In order to find out how this may be done, the idea of the need for language was explored, 

language being at the very basis of good communication, intelligence building and a medium 

through which children are inducted into society and the very means through which a philosophy 

oflife is acquired. This led itself to the idea that simultaneous acquisition is indeed possible. The 

multilinguality of the children at Richmond Primary School shown in the surveys done at the 

school, indicates the degree to which multilinguality is a reality already. This leads to the 

question of what language is. 

Apart from being a reflection of cultural perceptions, individual thought, a body of words, a 

system of agreed sounds, language is a means of empowerment, accessing, thinking and 

expressing everything a person wishes to say, think and do. Through maturation, learning, 

imitation, play and being willing and ready to learn, communication skills are acquired, 

developed and learnt. This language development goes hand in hand with bilingualism, 

multilingualism, diglosia, triglosia, all of which are facets of human language development 

which lay the foundation for the rationale that simultaneous language acquisition is very 

possible. 

Because of our changing South African society, the education system too, has had to change 

because it is part of this society. At the very basis of an education system is language, therefore, 

in view of the eleven official languages in our country, the language choice is very great. This 

language choice is a vital communication core to an int~grating society and successful human 

existence within the parameters of this changing society. It must be utilized. 

During childhood years, the researcher became aware of the necessity for acquiring more than 

one language. The versatility of three languages has been a vital core to knowledge and a firm 

road to success. Through language, knowledge is obtained. With knowledge, perceptions may 

be acquired, fashioned and changed. For children to acquire language can be an exciting, 

interesting and painless task, which, as they become older becomes an intentional goal. Studies 
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indicate that children of parents with higher education levels, have greater language ability. With 

three languages from which to choose, and to switch from one to the other, is an ideal 

requirement for life in South Africa with eleven official languages. 

Multiracial schooling is a reality. Many children do not learn in their mother tongue, but are 

rather being educated in their second or third language. Geographically, different languages · 

predominate in different areas, this being described as geolinguistics. Children have to cope non­

the-less. To be versatile in three languages would be a great asset to understanding. In order to 

facilitate this understanding, teachers, parents, peers and community ideally, should also be 

versatile in three languages. There appear to be no reasons to prevent children or adults being 

fluent in three or as many languages as they would like to be for that matter. It would certainly 

aid integration, and be to everyone's advantage. Therefore to make good use of this natural 

human talent appears to be a logical conclusion, to advocate multilinguality, especially the 

acquisition of a second and third language simultaneously. 

Within the home and educational system creating a comfortable environment conducive to 

experimentation and exploration, would aid language acquisition. Child language is dynamic in 

nature, with a gradualness of phonological change, therefore by creating a positive situation with 

open communication in order to increase good language use and ability, would be the ideal for 

acquiring other languages, in each individual child's own time. 

Research indicates certain universal aspects to language development, which seemingly must 

derive from some invariant properties of the language capacity. The speed of development and 

relative uniformity of the final state, which is in all aspects, a highly complex system, is a very 

desirable road to success. For optimum development of this complex system, careful groundwork 

has to be done. Being fluent in three languages, is being familiar with three separate structures. 

Acquiring the three separate structures, developing strategies, metacognitive systems and just 

organizing the learnt information, along the course of development, reaching eventually the 

'"adult" level of language competence, will depend on the individual child, the environment 

he/she lives in and the opportunities afforded him/her. 
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In bearing in mind all the petty prejudices and intolerance that abound between the different 

language and culture groups, one can be sure that a lack of communication would be the obvious 

cause. Lack of knowledge, understanding and misguided perspectives and perceptions are all 

very destructive. By being versatile in three or more languages, would at least be a positive tool 

to breaking down these negative barriers and opening doors to a better communicating society. 

A great number of general questions were asked, three of which were: 

• How do children acquire a second or third language simultaneously? 

• What is the quickest and easiest way in which to learn or acquire a second and third 

language simultaneously? 

• What aspects of the child's personality and ability affect language acquisition? 

The general questions then led to specific questions, two of which were: 

• 

• 

Is it possible, desirable and necessary in South Africa, today, to speak more than one 

language fluently? 

Is it possible to acquire a second and third language simultaneously, and become fluent, 

being able to communicate effectively in the chosen languages? 

These then led to the research question which embodied all of the questions asked, this was 

namely: 

• Is it necessary, possible and desirable to acqmre a second and third language 

simultaneously? 

The following discussion will indicate possible answers to these questions. Apart from home, 

there is no better place to begin educating our children in the various languages, other than at the 

very base of our education system, in junior and primary school. Should various languages be 

taught continuously, by the time the children reach high school they should be capable of 

speaking and making themselves understood in the respective languages. Because language is 

such a useful tool to effective communication and interaction with others it should be developed 
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to each individuals best ability. The child gives expression through his/her developing language 

system, and realizing this system functions within an environment, it is important that through 

this unique living experience the relevant and important others that influence the child's insights, 

do so very positively, ensuring the best opportunities for language learning, that the child can 

possibly obtain. 

By affording a child choice in languages to acquire, the horizons of achievement are greater and 

a real educational democracy is achieved. A true understanding in the learning situation would 

also come about, with language flexibility forming some solutions to educating and integrating 

our multilingual society. 

In answer to the question What is language? a host of definitions, explanations and expositions 

are put forward, the most comprehensible answer to which would be an eclectic one. It is 

therefore in order to describe language as a body of words, both written, spoken and intimated 

in such a way so that people may communicate, grow in every aspect mentally, acquire cultural 

and social norms and develop their own set of values. It is a vital means of obtaining knowledge 

in order to be successful and have a fulfilling life. 

The next question asked was, How do we acquire language? The answer here too is not a simple 

one, therefore to summarize it as follows appears to be appropriate. Language acquisition occurs 

from conception to old age, through maturation and learning, imitation, being willing and ready 

to learn and acquire, given all available information. Children also learn through play whereby 

structures, situations and experimentation, knowledge skills, shared ideas, problem solving and 

fun go hand in hand, also promoting mental hygiene as no secrecy is needed. 

Early Language Development appears to be a slow and difficult process, beginning with 

undifferentiated pre-vocal gestures and finally reaching full receptive and expressive speech, 

which means being able to communicate, read and write. In order to reach the full adult stage of 

communication, an hierarchal sequence of acquisition occurs which, through teaching and 

learning, may be accelerated. By exposing children to a rich, warm, advanced language 

environment, teachers ensure that the children are encouraged to advance and speed up their 
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language ability, through listening and understanding, interpreting, reasoning and concept 

building and finally communicating by speaking or writing. By picturing or feeling what is said 

and labelling the images, communication becomes easier. Memory and recall play a vital part 

in the process. 

For the acquisition of more than one language there appear to be no biologically based 

restrictions as to the number of languages that can be learned or age ranges during which this can 

happen. This is an exciting prospect for this dissertation. There are different kinds of 

bilingualism, namely simultaneous, successive, additive and subtractive. The important aspect 

of bilingualism, is that when taken away from the bilingual environment, a child soon loses the· 

language from which he has been removed, but with continual exposure bilingualism can 

gradually stabilize. Children benefit cognitively, socially and culturally from bilingualism, the 

important aspect beingthe continual practice of the languages through auditory faculties, as these 

faculties are a vital link to language acquisition and competence. This information, through 

logical deduction, may also pertain to a third language. 

The Different language acquisition theories, namely the cognitive view with the components of 

competence, performance, capacity and cognitive code, along with the behaviourist view of 

Skinner who views learning as conditioned responses reinforced by the environment, to the 

Communication Approach, Second Language theory and Activity Approach or Discovery 

Method, all add a vast but positive dimension to the jigsaw of how or why man is able to 

communicate as he does. These theories help to give meaning to the aspects of language which 

are a vital part to communication, namely dialect, social dialect, idialect register and then the 

different levels of languages, lexis, grammar, all of which are part of communicative 

competence. 

Even limited contact with a second language (one hour per week) appear to have benefits for the 

learner in terms of explicit understanding of words and their referents. Third language learners 

have heightened metalinguistic and language learning awareness, sensitivity and strategies that 

facilitate subsequent language learning. Multicultural societies are the norm, for example, 

America, England and South Africa not the exception, as shown by the surveys even here in 
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Richmond, KwaZulu Natal. Therefore, the more languages known by an individual, the more 

possibilities he/she have of opening doorways to different language and culture groups and 

gaining knowledge and understanding about each other. 

Based on the above, the following research hypothesis was explored. Is it possible and desirable 

to acquire a second and third language simultaneously? 

In discovering the different aspects of language acquisition, the aspects of language were 

explored. To acquire two languages simultaneously namely Afrikaans and Zulu for the purpose 

of this research, dialect, register, levels of language, lexis, grammar, structure and sentences, 

were discussed, because of the importance of these very basic aspects in each respective 

language. 

Language ability is unique to man and because of the very positive actions beneficial to man that 

may occur as a result of this language, it seems logical to develop this ability to the full. Because 

of the positioning of the larynx to the oral cavity, sound production is possible in humans, but 

impossible for primates. Correlations between biological growth and language, along with 

different brain weight and fissurization, length, quantity of dendrites, differentiated areas of the 

cerebral cortex all point to possible reasons for human and animal differences in language 

acquisition. This reinforces the idea that simultaneous acquisition is yet again a possibility. 

With effective communication between the different race and language groups as a prime reason 

for multilinguality,. the second and third language description was a priority. A second language 

was defined as the language required by the individual over and above his home language which 

most fulfills his needs in his academic or working environment. A third language would be the 

other language mostly used by the people in the local community and required by the individual 

in order to fulfill his academic or work place needs. Due to there being eleven official languages, 

the third language would vary from place to place. Introducing these languages from grade three 

and four is not an impossibility, should the school have the qualified teachers and be willing to 

have simultaneous acquisition as part of the curriculum. According to Griselli ( 1985: 211) "one 
' 

must start from a well-founded dialogue of short phrases to arrive at conversation, which is the 
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most complete moment of dialogue, because in it, the principle linguistic and lexical mechanism 

co-exist"! 

Being multilingual in South Africa today would be a great advantage for an individual in our 

multicultural society as effective communication between the different race and culture groups 

is totally dependent on the peoples' ability to communicate. A second and third language would 

be a great asset as more information would be more thoroughly understood. To acquire these 

languages at school, introducing a second and third language, would ideally be done before the 

child reaches the age of ten, either simultaneously in grade three or consecutively in grade three 

and four. The success of this would depend on the expertise of the teacher and bearing in mind 

the self maintaining function that language has for the child, the languages must be meaningful 

and useful to the child acquiring them. 

As mentioned earlier, the function of language for the children appears to be self maintaining, 

therefore, directing, reporting, logical reasoning, predicting, projecting, building, to name but a 

few are important aspects of understood and practised language. The skills oflanguage are vital 

to acquire, these being reception, symbolism, expression, which includes the written word. 

Along with all the reasons for acquiring language, it is important to discuss the various methods 

of language learning, of which there are many. The most significant ones are those that 

concentrate on the spoken words, understanding the verbal and auditory aspects of the language. 

A combination of the two appears to be most affective. Of the twenty six methods discussed, the 

FLES (Foreign Language in the Elementary School) method and Dodson's Bilingual method 

deserve mention here, as does the problem solving method, because the learners are all fully 

involved in learning their respective extra languages. Thereafter the functional methods are 

discussed, of which there were ten. All have their strong points, with special mention going to 

the initiative of Shuttelworth. Her idea of Coding Competence is a very valid one and, with the 

researcher having experienced first hand how successfully it works. The children practise the 

given structures and are very active in acquiring their language. Of prime importance is the 

enjoyment and active participation of the children, because they become so involved in their 

learning. The latter leads us to the aspects of personality that need to be taken into account for 

successful language acquisition. " ... by following a process oflogical linkage never forgettingthat 
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if a learning has not definitely been fixed, it is not advisable to pass onto the next stage" (Grisell 

1985: 211). 

Because each individual is unique and learns at his/her own pace according to his/her own innate 

unique ability, of paramount importance is motivation. The motivation which increases the desire 

for acquiring another language or two consists of direction, persistence, continued motivation 

along with the personal needs for achievement and experience of success which are all key 

determinants in successful language learning. Added to this is attitude. A positive attitude within 

the individual towards the target language appears to be a determinant in successful acquisition 

as does the group's specific attitude to the community which speaks the target language. An 

attitude is described in Reber ( 1985) as some internal affective orientation that would explain the 

actions ofa person. Contemporary usage generally entails several components namely cognitive, 

affective, evaluative and conative. The importance of each will vary according to the tilt of the 

writer. Because motivation and attitude are within the learner, it is therefore important to 

discover those important aspects of personality that have effect on language learning. Because 

the child is not yet mature, the following aspects mentioned will only be matured in adulthood. 

They are seeing oneself positively, realistically, showing perception of and empathy with others 

along with being well-informed with an enriched functional perceptional field. For smooth 

language acquisition, the developmental level of the child must be taken into account. Because 

personality and language are inextricably connected, an extroverted, confident, field independent, 

garrulous individual with a good aptitude for language is possibly more likely to achieve good 

language acquisition, than one who lacks all these attributes. The type of learner, different 

learning styles and metacognition strategies play a vital part in success. A confident, happy, 

relaxed, secure individual is more likely to experience SJ.'.Ccess. Cognitive dissonance then is the 

state of disharmony, inconsistency or conflict between the organized attitudes, beliefs and values 

within an individual's cognitive system. The individual then becomes motivated to restore the 

balance and achieve his/her goals, by reaching the level required, in order for the cognitive 

dissonance to disappear. At the basis of all cognitive activity is the identity formation of the 

individual. Identity and self concept are closely interwoven with the self image of the person 

comprising the sum of his/her experiences and self esteem. All three of these aspects of the self 

have to be in unison for the individual to be happy within and with him/herself. A happy 
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individual is most likely to be successful in life. It is with success in mind, that the following 

recommendations are made from the literature study. 

6.2.1 Recommendations From Literature Study 

From the brief summary of the literature study it may be deduced that it is indeed a possibility 

to achieve two languages simultaneously but in order to try and afford the children this 

opportunity, certain fundamental aspects of the learning climate, learning situation and required 

information must be carefully preplanned and carefully researched, taking into consideration the 

developmental level of the children. 

6.2.1.1 

A relaxed, happy, open, comfortable learning climate must be cultivated in the classroom, 

whereby the children are at ease experimenting, making mistakes and being helped to acquire 

the correct structures. 

6.2.1.2 

An eclectic approach to learning methods must be adopted, whereby all the different intelligences 

are exercized, through the utilization of a great variety of methods through creative and 

imaginative teaching. 

6.2.1.3 

The children are actively involved in every aspect of their acquiring the languages, taking control 

in learning situations, and maintaining the responsibility for their language acquisition. 

6.2.1.4 

Group work, problem solving, peer tutoring, expert teachers, in conjunction with much oral, 

aural language work, practicing the different structures, experimenting and helping each other, 
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are vital in the language class. Children producing plays, making up stories, ensuring the correct 

coding skills, instilling confidence, making sure all children have a chance to talk and are equally 

important, will help encourage good language acquisition. 

6.2.1.5 

The teacher must be skillfully and thoroughly prepared in relevant subject matter in order to be 

a positive role model to be imitated. The teacher must be able to advise and help the children, 

apart from being able to provide them with the relevant vocabulary and structures. 

6.2.1.6 

From the literature, it may be deduced that to encourage, help and educate the children to be self 

confident, self sufficient, adventurous, field independent, cognitively flexible and to feel positive 

about themselves along with being in control in the learning situation would aid in ensuring a 

positive and successful language learning situation. It is important for them to be a partner in 

their language acquisition process. 

6.2.J. 7 

Building the learner up with the positive, supportive learning environment is imperative when 

acquiring a second and third language. The individual must be active in acquiring the languages, 

giving positive meaning to the learning experiences and being totally involved, and sharing 

success and finally achieving self actualisation. In concl~sion here, it is vital to mention that the 

social survival of the species is one of the most fundamental reasons for language and any 

communication systems between individual members of any species. Hereafter follows a 

summary, findings and recommendations from the empirical investigation. 
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6.3 SUMMARY, FINDINGS AND RECOMMENDATIONS FROM THE 

EMPIRICAL INVESTIGATION 

It was a qualitative research, descriptive in nature. A grade four class at Richmond Primary 

School in K wa-Zulu Natal, was used as the research population. There were originally twenty­

eight students in the class, and because reality was of paramount importance, as new children 

arrived they were just incorporated into the research. The number of children rose to thirty-two 

in the end. The children were taught Afrikaans and Zulu simultaneously for ten weeks, for an 

equal number of periods per week, using exactly the same content and method of teaching, and 

exactly the same process within each lesson. No matter what problems arose, they were handled 

effectively and each problem was solved to the satisfaction of the children and researcher 

respectively. It proved to be as challenging for the teacher/researcher as it was for the children. 

Information was gleaned by direct involvement of the researcher, simple testing, surveys, 

interviews and much quality time with the children in the classroom, within their active 

involvement in lessons. 

The respective languages were taught through many creative activities whereby the children had 

to solve the problems and produce the end product. The teacher researcher supplied the very 

basic tools, that is, the very basic vocabulary and sentence structures in each respective language, 

which were then discussed, practised and learnt. The children had the right to choose what or 

how much they used of the vocabulary given, and how much of their own ideas they would 

incorporate into their talks and plays. This led to a variety of interesting items produced in their 

groups, and individually. 

At the beginning of each theme a pretest was done to see how much the children knew about the 

required vocabulary, and at the end of a theme a post test was given to see how much the children 

had learnt. It was interesting to see that both languages each week made good progress, and at 

the end of the programme, appeared to have been acquired at the same rate. It became apparent 

as the study progressed that simultaneous acquisition is a great possibility, and an exciting one 

which will open the doors to " ... openness, freedom of enquiry, assessment of all information 
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obtained by the individual, and the incorporation of multiple methods ofresearch in intellectual 

endeavors" (Seedat 1997: 261 ). 

A summary of the programme is as follows: 

Week One involved an education in numbers in both Afrikaans and Zulu so the children could 

experience an everyday phenomenon in the two languages. Chanting the numbers and in two's 

creating a rap song or play was enjoyed by the children and ensured their active involvement in 

learning. 

Week Two involved education about the body in both languages. Here the children created a doll 

and spoke to the class about it, pointing to the respective body parts. 

Week Three involved information about the house, whereby each child made a home and spoke 

to the class about it in both languages respectively. 

Week Four involved the school and the children were in groups of four and produced a play 

about school. 

Week Five, Six, Seven and Eight involved the beginning of literacy programme whereby the 

children, learnt the two respective alphabets and each letter sound, learnt fifteen everyday 

sentences, and a poem which they learnt to read and quote. Activities with each of these 

respective sections· was done to enable and ensure good language acquisition. 

Week Nine involved three lessons on colour and the seasons resulting in a final picture being 

drawn, under the instructions of the teacher researcher who dictated what had to be drawn and 

where and in which colour. 

Week Ten involved the final week of the programme and the last week of school in the first term 

1998. Group work was done in which each group of six could actualize the knowledge they had 

gleaned during this first term. Each group was given a picture to look at and discuss, this being 
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a springboard to their group production. Each group had control and interpreted the picture 

differently, organized their items uniquely and arranged their groups according to the needs of 

their individual groups. This was done in each of the respective languages and then acted out for 

the class. The teacher remained the facilitator throughout. Much good language fun was had in 

both Afrikaans and Zulu. 

At the end of the empirical investigation the following findings were an interesting result. 

6.3.1 Findings 

The whole study was a very pleasurable one with much enjoyment on the part of the children and 

the researcher. 

There appeared to be a facilitative factor in teaching the two languages simultaneously, which 

enhanced both languages in the acquisition process. A sense of security, familiarity and 

predictability ensured a comfortable learning environment. 

It was found that it was imperative that the researcher be continuously available to the children, 

be versatile in all three languages and be able to help the children with what ever they asked. 

Those children who found languages easy and did not score so well in other subjects, had the 

chance in both Afrikaans and Zulu, to take the lead and experience the expert role. 

By encouraging the experts and peer tutoring, everyon~ at some stage had the opportunity of 

being in control. 

Because the researcher ensured that everyone said something everyday, no child was allowed to 

be ignored. Every child had to deliver the task requirement all the time. Everyone was made to 

feel important and no matter what his/her ability or production standard, it was accepted. This 

encouraged children to come forward with their work and ideas, to the point, that when the time 

came for deliverance, everyone was happy to begin, perform and take control. The researcher 
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found that the organizational skills, class control and teacher pupil skills were of paramount 

importance. Empathy, firmness and encouragement, along with fairness, unconditional 

acceptance and praise, went a long way to ensure language acquisition. The children participated 

fully, and were always eager to deliver their discourse. 

No distinction was made on the grounds of colour, race, or ability. Encouragement to mix was 

given. The result was that there was no problem with mulitracial grouping. During the Zulu 

lessons, the Zulu speaking children enjoyed the prominence of being the experts and were given 

the opportunity to take the lead and give advice. This they did with great aplomb, so, reinforcing 

the idea that children enjoy learning from their peers. In fact, the class as a whole, assembled into 

multiracial groups. It was their preference. 

During Afrikaans lessons, different children were then the experts. Afrikaans was found to be 

easier than Zulu, but Zulu was the language of preference. This reinforced the fact that the 

language to be used must have meaning for the children. Within the community and home 

environments of the children, more Zulu was required, than Afrikaans. For many, Afrikaans was 

purely academic, nothing else, therefore was a burden, not a necessity, even though they found 

it easier to write and read and talk, initially. It must be mentioned here, that of a school of 262 

pupils, only 3 children have Afrikaans as a home language as against 108 with isiZulu as a home 

language. 

Even so, the children enjoyed being given tasks to do, things to make, and problems to solve. 

Being totally active in their learning, they all found to be very pleasurable. 

Once the children had their basic vocabulary, and knew what nouns and verbs to use, intelligible 

sentences were forthcoming. Imitation was a very vital tool for the children initially until they 

were more comfortable within the languages. The children either imitated each other or the 

teacher/researcher. The success of their imitation depended on their auditory faculties and the 

oral correctness of the speaker. Each individual's willingness to experiment, practice, make 

mistakes and his/her confidence, played a very important part, especially when learning, for 

instance, the poem. Those who did not bother to learn, did not do well, their scores were not 
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indicative of their ability as such, but rather of their effort to commit to memory, words or the 

poem that they had to learn. When given the opportunity to relearn after they had compared 

themselves to others, they did very well. 

Those children that battled with first language also battled with simultaneous acquisition, 

although they did acquire the two languages, albeit slowly. 

The child who was more introverted took longer to be comfortable playing within the language, 

than those that were confident and were not concerned about making mistakes, that is, those who 

were more prepared to venture and explore. With careful tutoring, reticent children were greatly 

encouraged to be more outgoing. The more success that they experienced, the better their 

confidence. This research made careful planning for the less willing child. It proved to be 

successful, planning for the less willing child, as no one was ever left out or left feeling 

inadequate. With these positive statements, the following need to be mentioned. Meaning­

focused ratherthan form focused instruction is imperative for language acquisition (Cronje 1997: 

34). The child needs to be seen in totality, at his/her stage of development, as an individual, as 

a social being, motivated, actively involved in visualization, learning through his/her experiences 

within the balance of discipline and freedom. Diagnosis must not be forgotten. The 

teacher/researcher must diagnose continually the language level of the class before giving 

sentences to learn (Cronje 1997: 38). At the basis of all this discussion is the desire for good 

honest communication as quoted in Mapstone (1998: 36) 

But when two people are at one in their inmost hearts, 

they shatter even the strength of iron or of bronze. 

And when two people understand each other in their inmqst hearts, 

their words are sweet and strong, like the fragrance of orchids. 

(Confucius) 

With versatility in these three languages namely English, Afrikaans and Zulu, the 'fragrance of 

orchids' will be strong. The idea is reinforced by Wetherell (1996: 297) "As with all human 

situations, there cannot be identity or action outside oflanguage". 
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It seems fittingthen to conclude, that schools need to establish this climate oflinguistic fragrance 

and change from the reigning dogma to incorporate simultaneous language acquisition and 

increase the linguistic ability of our future generations, by affording the children the opportunity 

to acquire more than one language, and possibly two languages simultaneously. 

Having worked through a mainly oral programme during the first term, concentrating on 

affording the children the opportunity to hear the languages, develop their aural capacities, create 

and play around within the languages orally, instilling confidence the researcher in the second 

term, reverted to the original curriculum and this posed no problems. The children coped 

exceptionally well with a more formal programme with more written work, especially in 

Afrikaans, as it is the second language of the school. Zulu reverted to being taught for only one 

hour per week, but even so, the children managed to create their own, very simple story booklets, 

in amongst talks and sentence work. This was done with plenty of peer interaction and 

enjoyment. 

More work is needed on the finer aspects of expression, tenses, pronunciation and more formal 

aspects of the languages and grammar aspects. All the children were able to make themselves 

understood and were able to express themselves, even if it was limited, bearing in mind that the 

aspects mentioned were not yet automatic, and needed to be practised continuously in order to 

reinforce them. 

The programme was too short to indicate definite outcomes, as the children were just becoming 

very confident and comfortable, when holidays arrived. Positive indications were evident. It is 

a plausable possibility to teach two languages simultane<:msly, but hard work for the researcher. 

A lack of suitable written matter made the researcher's work even more of a challenge. The 

children were very happy with the way the researcher presented the lessons. This was possibly 

due to the fact that the researcher has taught for many years, this being the twentieth year (1998). 

The research class was also very secure with the researcher, as the latter was also the class 

teacher who knew the children well along with their strengths and weaknesses. The whole 

situation was a progressive learning situation, which afforded the transition from one language 
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to the other, along with the researcher feeling confident and at ease working with and amongst 

the children in the respective languages. 

Because no special, expensive equipment was brought in and no special effects were created, it 

was merely a question of dealing with reality each day along with careful preparation, within the 

normal run of each school day. The children did not view these lessons as anything out of the 

ordinary. In fact, when the lessons were not done simultaneously, the children questioned, why, 

and were disappointed. Everything done, came from within the children. 

The children found it very interesting doing exactly the same content and lesson format in both 

languages. This proved to be facilitative and confidence emiching. The familiarity provided 

security for both the children and the teacher/researcher who knew what was going to happen in 

the next language lesson. It was facilitative in the acquisition of the two languages, and helped 

with English. 

The most important findings was that it is possible to acquire two languages simultaneously, 

provided that the researcher/teacher was empathic, thoroughly and well prepared, organized and 

flexible within each of the two languages 

The class has changed yet again. Children have left and new children have moved in. It is 

interesting to experience after one term of intense research the second and the third terms which 

would be yet again very different. Even the graphs would differ according to individual 

differences, changes and ability, due to the new children arriving, others leaving, and good 

academic emotional social and attitudinal progress of yet the other children as the year has 

progressed. The researcher has viewed this with great interest, realizing yet again, how vital it 

is to keep reviewing methods, information, situations and basically every aspect of every 

situation so as to keep up, be ahead and grow with the changes that occur in everyday life 

situations. Being facilitative, and positively educating others requires change, freshness, new 

ideas, flexibility, new approaches and much proactivity and creativeness. This leads to the next 

section, problems that have occurred. 
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6.3.2 Problems 

The problems that did occur were easily surmountable, given a flexible timetable. 

A lack of suitable written texts posed a slight problem especially in Zulu, when it came to correct 

spelling. Various books consulted, at times did differ and words were not always exactly the 

same. The Zulu children at times argued that words presented were not as they knew them. When 

adults were consulted they too, did not have a written sound knowledge of Zulu. The researcher 

had an overriding say in these instances but did not view this as ideal as Zulu is the researcher's 

third language. This could pose a problem for a less experienced less confident teacher. It does 

leave a large grey area for mistakes to be perpetuated, therefore this area needs to be urgently 

addressed. Zulu books appeared to be very formal, and not at all at the level required for 

"beginners". This area needs to be very urgently addressed too, if education is to take care of the 

needs of all individuals and ensure communication in other languages is facilitated. 

The researcher was very organized in putting together information, but could see that, as the 

children progressed, a more demanding and broader knowledge box would have to be brought 

in. Due to the dearth of books, the researcher's workload would become very heavy, ifrequired 

to create books to read, and programmes to use, because there are so few. Working in two 

languages simultaneously would be double the work, on top of a heavy teaching programme in 

other subjects as well. For any hard pressed teacher, this would pose a problem with a possibly 

of decreased motivation for simultaneous language acquisition. 

With a constant influx of new children, especially tow11rds the middle of the year, and a far 

bigger class, individual attention would become less intense, and a bigger gap would have to be 

filled if two languages had to be caught up. This would be both difficult for the children and the 

teacher. Special programmes would have to be introduced to cater for this possibility, when 

taking into account the difference between individual schools, the curriculum and teaching 

abilities of the respective teachers. "If metalinguistic awareness is not heightened as a second 

language is naturally acquired, educators many have to instruct bilinguals in both their languages 
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in order to maximize the potential advantage of knowing two languages when learning a third" 

(Thomas 1988: 240). 

The children who found the languages difficult, were slower in achieving the two languages 

simultaneously, and required more individual attention. As the class increased in size, this 

became slightly more difficult to do as there were more children who did not understand Zulu, 

Afrikaans or both. Should the class get too big, more children would battle, to their disadvantage. 

"Such conscious knowledge of more than one language may increase the potential use of 

metalinguistic awareness as a monitor to create acceptable spoken or written utterances in a third 

language" (Thomas 1988: 236). Smaller group interaction with a facilitator would ensure this 

process. 

Not all children were highly motivated to create ideas at home, this was especially evident 

amongst the hostel children. There were, as there is in every class, a couple of children who only 

made up ideas in the classroom, during the respective lessons. More time had to be allocated to 

these children's groups to accommodate their lack of motivation in order to ensure good 

productive skills. Should the class get too big, this element would possibly pose a very negative 

aspect to creative teaching methods. It would also slow down the language acquisition process 

for them. The teacher would have to be expert in classroom organization and teaching at different 

levels ofexpertise. O.B.E. (Outcomes Based Education) appears to be the answer to this dilemma 

provided the teacher is highly motivated and creative. Should the teacher not be too motivated, 

this would create problems and a very slow language acquisition would result, with a possibility 

of none at all, if the teacher found a language burdensome or problematic. " ... the similarity 

between the mother tongue and the language to be leame? ... facilitates learning" (Miigiste 1984: 

421 ). Only through regular practice can this occur. 

Due to the very nature of the research, its reality and the desire to experiment with simultaneous 

acquisition, the researcher felt that for the amount of time allocated for the research, the goal was 

achieved but, more time should have been allocated for constant revision. The children and the 

researcher all worked very hard, but not enough time was allocated to individual, one to one 

revision of completed work and to rehearsing of the various language structures in Afrikaans and 
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Zulu. This could have been done in little groups with the researcher interacting intensively with 

each child. The researcher felt that verbal production would have increased even more had this 

been done more often. 

During the normal run of any school day, there are interruptions. This is the reality. Depending 

on the activities within the school and functions being prepared for, unplanned changes do occur. 

The researcher felt that it was an important point to bear in mind, that the teacher/researcher had 

to keep a strict record of the number of lessons done or how many needed to be caught up, in 

order to keep tuition in the two languages strictly equal and simultaneous. This was necessary 

even when the children did their plays. Equal lessons had to be allocated so no short timing 

happened. It was important to ensure that each language lesson ended at similar simultaneous 

places. The expertise of the teacher was vital in this regard. 

As mentioned earlier, most problems were surmountable. The biggest problem was lack of text, 

books and reading material, which brings us to the next section, recommendations. 

6.4 GENERAL RECOMMENDATIONS 

With the researcher's very positive view and experience with teaching Zulu and Afrikaans 

simultaneously, the most important aspects that need to be born in mind are the following, 

• Creative teacher training 

In the researcher's view all teachers should be trained in three languages. Careful 

attention should be given to ensuring the inculca~ion of creative teaching methods. The 

chalk talk, book and notes methods should be abolished. Real communication should be 

the bottom line, with empathic and firm guidance in good sentence construction with day 

to day reality experience and conversation always in mind. Tenses, sounds, different 

views, vocabulary, grammar, must also be taught in and amongst the conversation idea. 

Teachers should be skillfully trained in all these aspects within three languages. 
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• Departmental planning 

At a departmental level, planning and policy making should ensure that schools are able 

to organize their curriculum so that, Afrikaans and Zulu, or for that matter other required 

languages, may be incorporated into simultaneous language programmes which may be 

included into their curriculum and can be taught simultaneously. At a departmental 

planning level these aspects should be implemented so the resultant changes may ensue 

and be effective within the schools, with the necessary financial backing. 

• Books 

A vital necessity is books. In order to ease the burden of the teacher, new, exciting, 

colourful, interesting books will have to be produced and marketed, at all different levels, 

in order to encourage creative learning and engender a willingness to read in all the 

simultaneously taught languages. Common topics, dictionaries, charts, word strips, tape 

recordings, video material and so forth will have to be made up, to aid the acquisition 

process of two languages simultaneously. This alone creates a great new market for 

literature and creativity and a whole new field of research. 

• People perceptions 

People's perceptions need to be changed, so the populace in general becomes aware and 

gains insight into the possibility and need to be familiar and versatile in three languages. 

Here too this presents a whole new area for adult education. 

• Flexibility ·and new approaches to language 

All curriculum programmes should be flexible i:nough to incorporate a good deal of 

language tuition. A new approach to language tuition needs to be developed, whereby 

schools are happy to change, be flexible, experiment and accommodate all possible 

different approaches to language teaching. According to Heugh (1997: 73) creative 

language planning for the 21" century would include, "our foreign language needs for 

purposes of trade, industry and tourism are assessed; and intensive programmes in our 

African languages and other languages used in Africa are offered to foreign tourists, 
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6.5 

students and business persons wishing to find linguistic access to Africa". This leads us 

to further research. 

FURTHER RESEARCH 

In view of the present research and findings, many other questions came to mind, which would 

benefit very greatly from a more in depth study and further research. 

• If the study were conducted for one year in a respective class, would the children 

continue to cope as well as the children in this study, and would their enthusiasm remain 

as high? 

• How much would the children acquire in one year, and what standard would they reach? 

• If the children began simultaneous language acquisition in grade three and continued to 

grade 7, how versatile would they be in the respective languages? 

• Should there be ample programmes, books and versatile study material, would this aid 

a quicker simultaneous acquisition? 

• How many languages could be acquired simultaneously? 

• To what degree will simultaneous acquisition be accepted by the respective education 

departments and headmasters/mistresses, not forgetting the hard pressed teachers? 

• How do teachers in general, feel about the idea and actuality of simultaneous language 

acquisition? 

• Is it a cost effective exercise at this stage, when taking into consideration the crises in 

education and financial deficits in the Educational department? 

• Would starting the children in grade 3 not be a m\)re beneficial exercise in simultaneous 

language acquisition? 

• How much detail should be put into a programme to aid the teacher, the pupil, the teacher 

and the pupil simultaneously in this process? 

• How does one go about educating a community on simultaneous language acquisition? 

• What and where would be the best place to start, with making simultaneous language 

acquisition a permanent reality in schools? 
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As mentioned by Finchilescu and Nyawose (l 998: 53) "The fact that Zulu has so little 

institutional support, in the economic, education and political sphere ... " means that, more Zulu 

books need to be written and studied. The language needs to be reinforced at all levels, in order 

not to be disadvantaged. All people should be able to study both in school and at university 

through the medium of Zulu (Finchilescu & Nyawose 1998: 60). This will always pose a 

problem if the very roots of language are lacking, namely, books, texts, tuition, communication 

ability, knowledge and a positive view, which need to be nurtured in the educational hierarchy, 

in the very basic grades, namely grades 1 to 5. Should multiracial groups be educated in this way 

in all languages, our society would stand a better chance for healthy change. With all this in mind 

it seems reasonable to conclude, by answering the aims of the study listed in Chapter One, 

section 1.4 and by including a brief discussion of the outcomes: 

• The children can acquire a second and third language easily, provided a sound, rich 

learning environment is provided and the teacher is both creative and expert, versatile and 

very conversant in the relative languages. 

• The learning situation, and the teaching methods used do influence the children in their 

language acquisition. Creative lesson planning and implementation ensured active 

involvement, comfortable experimentation, responsibility and control in their learning, 

by the children, with the teacher as facilitator. 

• The ability and aptitude of the children does affect their language acquisition. Those 

children that experienced difficulties in their mother tongue, did experience difficulties 

and were slower in simultaneous language acquisition. With encouragement, praise, 

unconditional acceptance, no time pressure, they were able to acquire the rudiments of 

both languages, which boosted their confidence ~nd made them feel good. 

• Attitude, enthusiasm and motivation does play an important part in the simultaneous 

acquisition of a second and third language. Those children who were motivated to find 

out and learn as much as they could, experimented, made optimum usage of time, 

information and opportunities and progressed quicker than those who did minimal work 

and little effort. 
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• There are numerous aspects that affect this acquisition, many of which are mentioned in 

this dissertation. If there is a will to learn, there is a way. Active involvement of the 

children in their plays, enjoyment of what they were doing, meaningful subject matter, 

wherein the children could identify and use what they were acquiring in the outside 

world, being in control of their information and involvement in groups were vital cues 

for successful simultaneous acquisition of a second and third language. The realization 

that mistakes were acceptable and that the teacher was merely a facilitator for the 

language learning engendered an eagerness to participate, ask questions and play within 

the languages. No matter what they asked, it was answered to the teacher's best ability. 

Enjoyment was vital as was the active involvement of the teacher. 

As stated by Zafar (The Teacher August 1998: 7) school language policies are central to 

promoting racial integration. Language is an important aspect of a person's identity. Learners 

who are not allowed to express their feelings and ideas may feel alienated and frustrated and this 

may affect their confidence and motivation to learn. 

• Language policies must allow learners to speak in their mother tongue in group 

discussions. 

• Teachers should break away from formal classroom language and text book jargon and 

then slowly build up to using activities that encourage learners to understand things in 

their own way. 

• Teachers should give students opportunities to show their written work through 

newsletters", class exhibitions or reading to their classmates. 

Speaking and communicating in three languages, would ensure the above recommendations were 

brought about. But at the same time actually speaking in three languages would indicate that the 

above recommendations have been followed. According to Mo! (1981: 77) "In each one of us 

is the 'real person' - the unique individual we do not often reveal to others". With greater 

language ability and talking the increased possibility " ... to understanding oneself, for I cannot 

know who I am until I can tell you who I am" creates communication which unites two people. 
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"Lack of it causes so many of our emotional hang-ups, stunts our growth as individuals and 

prevents us from developing to our full potential" (Mo! 1981: 77). 

Hopefully by outlining the very positive possibility of the simultaneous acquisition ofa second 

and third language the doors will be opened to a very exciting future for language tuition. 

6.6 CONCLUSION 

In conclusion to this study it is important that the awareness of the necessity of a positive 

learning environment be created. 

Schools need to establish a climate which: 

continually affirms the worth and diversity of all students 

• specifies expected learning outcomes 

• ensures and expects high levels of learning by students 

• ensures all students experience opportunities for personal success 

• is flexible in accommodating the learning needs of each student according 

to the complexity of the task 

• practise continuous assessment 

• certifies educational progress whenever demonstrated mastery is assessed and 

validated through personal freedom, pluralism and participation, each child will 

reach their potential (Benedict & Gerardi 1982 In Neon ( 40): 13). 
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All of the above may be achieved within the twelve designated critical outcomes of Outcomes 

Based Education. They are as follows: 

• Identify and solve problems and make decisions using critical and 

creative thinking 

• Work effectively with others as members of a team, group, organization 

and community 

• Organize and manage themselves and their activities responsibly and 

effectively 

• Collect, analyze, organize and critically evaluate information 

• Communicate effectively using visual, symbolic, and/or language skills 

in various modes 

• Use Science and technology effectively and critically showing 

responsibility towards the environments and the health of others 

• Demonstrate an understanding of the world as a set of related systems by 

recognizing that problem solving contexts do not exist in isolation 

• Reflecting on and exploring a variety of strategies to learn more 

effectively 

• Participating as a responsible citizen in the life of local, national and 

global communities 

Being culturally and aesthetically sensitive across a range of social 

contexts 

• Exploring education and career opportunities 

• Developing entrepreneurial opportunjties (Discussion Document 

Curriculum 2005. 1997: 10-12) 

With three languages and possibly more to choose from, should an individual be so motivated, 

communication amongst the different culture and race groups would be very positive. 

All this is possible, only if the child has a solid knowledge of language. By having the 

opportunity to acquire two languages simultaneously, it is possible to cover the ground of 
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exciting knowledge in languages far quicker. More children will be given the opportunity to 

acquire the tools for communicating with those that they do not understand. It will ensure the 

possibility of breaking down communication barriers and in that case, affording creative 

knowledge exchange and communication. In answering the question therefore, "Is it possible and 

desirable to acquire two languages simultaneously"?, the researcher wishes to conclude that, yes, 

it is possible and desirable to achieve two languages simultaneously, in our present South African 

situation. 
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