Exploring first-year Students’ VVoice and Subjectivity in Academic Writing at
a University in South Africa

UNIVERSIT Y of the
WESTERN CAPE

By

Martina Bi Ambe

A thesis submitted in fulfilment of the requirements for a Master’s degree in
Language Education in the Faculty of Education at the University of the Western
Cape Town, South Africa.

Supervisor: Professor Sivakumar Sivasubramaniam



TABLE OF CONTENTS

TABLE OF CONTENTS ...ttt sttt es bt nsesbenteneene e i
I IR IO N = i USRS Vi
LIST OF FIGURES ...ttt sttt e et e e e s e e et e e e tneeannes Vil
LIST OF ABBREVIATIONS ... oottt sttt sttt snens viii
DECLARATION ...ttt sttt ettt s et e e et e b e s be e e s e e besbe e esesaeneenesneneas iX
ACKNOWLEDGEMENT ..ottt st e e e st e e anb e e e snaa e e nnaaeeseaeanes X
] 1 [N I [ ] N TSRS Xi
ABSTRACT ...ttt s bbbttt e st e b e e b e b e R e et et e Rt e bt et et e Rt b e b et e Ee et e eneens Xii
KEYWORDS ...ttt bbb et sttt e bttt et be st neereseens Xiii
(O o 1 el I O ] | PRSP 1
INTRODUCGTION ..o a1t vbeeesabeeesabeessabeeseareesasteesaneeesareeesane 1
1.1  Chapter Overview 1
1.2 Introduction 1
1.3 Background 3
1.4 Reassessing Higher Education Language Policy. in South Africa (2002) and the
Language Policy of the University of the Western Cape (2003). 4
1.5 Research Problem 7
1.6 The Rationale of the Study 8
1.7 Aims 9
1.8 Research Questions 9
1.9 Research Methodology 10
1.10 The Significance of the Study 11
1.11 Definition of Key Concepts 11
1.11.1  VOICE aNd SUDJECTIVITY ....veeuiiiiieiiieieeiie sttt 11
1.11.2  Voice in aCademiC WIIEING .....cveiveieiieieeie et esie e e e ae et saeeeenneas 12
1.11.3  Subjectivity in aCademMiC WIITING ......c.coiveieiieiieie e see e nnees 12
1.11.4 Literacy as @ SOCIal PraCtiCe ..........ccoeriiiiiiiiieic e 13

1.12 Chapter Outline 14
CHAPTER TWO ..ottt ettt bttt s et a ettt eneebe st e e nne s 15



REVIEW OF LITERATURE AND THEORETICAL FRAMEWORK ON VOICE AND

SUBJECTIVITY IN ACADEMIC WRITING .....cocct it 15
2.1 Introduction 15
2.2 Concepts Used in the Literature Review 15

2.2.1  Academic literacies/language & literacy as a social practice. ...........ccecvevvvrvernenne 15
2.2.2  Academic writing as a social practice in academic literacy ........c.cccocevvrvvvrvernnnne 27
2.3 Perceptions of VVoice and Subjectivity in Academic Writing 31
2.3.1 Voice as a sense of self/subject-position in academic Writing..........cccccceeeerveriene 31
2.3.2  Additional language writing and voice CONSIIUCLION ..........ccccvveveeiieiiiene e 37
2.3.3  Voice as agency/power/authority in academic Writing.........c.ccevvvevveriveresieesieernennns 42
2.4  Socio-Cultural Views of Voice in Academic Writing 49
2.4.1  Voice and class in academiC WITHING........ccuierrierenieseese e 59
2.4.2  Linguistic Capital versus Student Repertoire in academic Writing...........c...cceve.... 65

2.5 Genre Theory and Additional Language Construction of Voice in Academic Writing

73

2.6 Multimodality Theory in Language Education 74
CHAPTER THREE ...........oooo... .l e A B e 7
RESEARCH METHODOLOGY Lttt bttt e e e e s sae e e enraa e e e e e e e e nneeas 7
3.1 Introduction 77
3.2 Research Paradigm /' Research 'Methodology 78
3.3  Research Design 81
3.3. 1 RESEArCh QUESLIONS .......civieitiiiie ettt sree e sre e rreere e 93

3.4  Research Site 93
3.5 Research Samples/Techniques 97
3.5.1  StUdeNtS” PrOfIlES ....ccveeeieiiece e 100
3.5.2  LeCtUIers’ ProfileS......ccciiiiiice et 102
3.5.3  TULOIS” PrOfile ... 103

3.6  Data Collection Instruments/Tools 103
3.6.1  In-depth iNterviews Of STUAENTS........c.ccueiiieiieie e 104
3.6.2  In-depth INterviews Of tULOIS.........ccoveiieiiieiecie e 107
3.6.3  In-depth INterviews Of LECIUIEIS. ......cuiiiiiieicie et 108

3.7  Document analysis/Artefacts 109
3.7.1  Sample OF DOCUMENL........eciiiie ettt e e ae e nneas 110



3.8 Data analysis method 111

3.9 My Role as a Researcher 113
3.10 Ethics 115
3.11 Reliability 116
3.12 Voice and Validity 116
3.13 Reflexivity 116
3.14 Conclusion 117
CHAPTER FOUR ...ttt ettt e et e et e e st e e anb e e e snb e e e ssaeeenaaeenneean 119
DATA PRESENTATION AND ANALYSIS ...ttt 119
4.1 Introduction 119
4.2  Demographic Presentation of Sampling and Coding 122
4.3 Interview Data from Afrikaans Students. 124
4.4  Data from Documents from Students’ Essays 151
4.5 Data Analysis 165

45.1 Challenges of some-additional-tanguage students in the construction of voice and
Subjectivity 1N aCA0EMIC WITEHAG wurveswusvossumsrsusss e asssiriss oo eveeseesseesseeseessesssesssessesssessesssens 165
45.2  How lecturers and tutors deal with diverse students when it comes to the construction
of voice and subjectivity in aCAAEMIC WITLING «.....tiibeeiohte e e se e se e 168

45.3 English additional Tanguage students and their lived experiences in academic

writing. 170
4.6  Summary of the Chapter 171
CHAPTER FIVE ..ottt bttt bttt 172
CHAPTER DISCUSSION OF FINDINGS THROUGH IMPORTANT THEMES.................. 172
5.1 Introduction 172

5.2  Academic Writing as Dialogue or Discussion in the Intellectual Domain Requires a
Shift in Both Linguistic and Awareness of Context. 173
5.3 Pedagogical Scaffolds by Lecturers and Tutors of Additional Language Students
on how to Relocate Personal Knowledge and Reconstruct Voice in Academic Writing in
Proactive Scholarly Positions. 183
5.4  Academic Writing as an Inclusive Tool Emancipates and Gives a Sense of Self-

Worth in a Diverse Intellectual Conversation. 189



55 A Sociocultural Perspective of Voice and Subjectivity that Displays Diverse

Students’ Lived Experiences in Writing that Accommodate Inclusivity and Diversity of

the Student Population in this Context. 193
(O 1 el I S SR RPRPPRRS 198
REVIEW OF MY FINDINGS, CONCLUSION AND PROPOSED RECOMMENDATIONS
FOR FURTHER STUDIES ..ottt sttt ans 198

6.1 Introduction 198

6.2 Research Aims and Objectives 198

6.3 Overview of Study Findings 199

6.3.1  Academic writing as a dialogue in the intellectual domain requires a shift in both
linguistic and awareness OF CONTEXL. ........eoiiiiiiieiieie e e 199
6.3.2  Pedagogical scaffolds by lecturers and tutors of additional language students on how
to relocate personal knowledge and reconstruct voice in academic in proactive scholarly
010 LYo USSR 201
6.3.3  Academic writing as an-inclusive-tool-that emancipates and gives a sense of self-
worth in a diverse intellectual-CONVErSAtION s . v erveertereesieerieseeseeseeseesieeneenees 203
6.3.4 A sociocultural perspective of voice and subjectivity that displays diverse students’

lived experiences in writing that' accommodates inclusivity and diversity of the student

POPUIALION 1N TS CONTEXt. ... e e 204
6.4 Summary of Thesis 205
6.5 Limitations of the Study 206
6.6 Recommendations 207

6.6.1  ReCOMMENCALION L ....oovviiiiiiiiiiiiiie ettt nneas 207

6.6.2  RECOMMENUALION 2 ....oveiiiiiieie ettt sttt nreas 207

6.6.3  ReCOMMENTALION 3 ......ciiiiiiiiiiiieee e 207

6.6.4  ReCOMMENTALION 4 ......oviiiiiiieiieeee bbbt 208

6.6.5  ReCOMMENALION 5 ....ooviiiiiiieie e et 208

6.6.6  RECOMMENUALION B ....ocuveiiiiiiiiiiie ettt sreas 208

6.6.7  RECOMMENTALION 7 ...ovveeiiiiiiiie st bbb 208

6.6.8  ReCOMMENAtiON 8 .........ccoiiiiiiiieiee e 209
6.7 Implications for Future Research 209
6.8 Conclusion 209

[T o] [ToTo =T ] )Y/ SR 211



APPENDIX 1: Interviews

APPENDIX 2: DOCUIMENTS ..ittvertttisiieeetttestssisssseesstesssssnsssessssssssssssesesesesssreeessreesrreeere

APPENDIX 3 Field Notes



Table 3.1:
Table 3.2:
Table 3.3:
Table 3.4:
Table 4.1:
Table 4.2:
Table 4.3:
Table 4.4:
Table 4.5:
Table 4.6:
Table 4.7:
Table 4.8:
Table 4.9:

LIST OF TABLES

Student Participants and their profiles
The profile of lecturers as participants
The profile of tutors as participants
Summary of the Data Collection Plan
Group Assignment 1

Assignment 2

Group Assignment 3

Assignment 4

Group Assignment 5

Group Assignment 6

Group Assignment 7

Group Assignment 8

Assignment 9

Vi

100
102
103
113
150
151
153
153
154
156
158
159
160



LIST OF FIGURES

Figure 3.1: The Population Sample and reasons for choosing this specific sample and size. 98

Figure 3.2: Instruments of data collection. 104
Figure 3.3: Group 1 assignment of students marked with a lecturer’s feedback. 110
Figure 3.4: Group 2 assignment of students with a lecturer’s feedback. 111

vii



LIST OF ABBREVIATIONS

AD Additional Language

ADS Additional Language Students

EAD English Additional Language

uwcC University of the Western Cape

EDC111 Academic Literacy and Numeracy Development Module
MRQ Main Research Question

SRQ Sub Research Question

HL Home Language

AW Academic writing

AL Academic Literacy

UK United Kingdem

SFL Systemic-Functional-Einguistic

B.Ed. Professional Development Teaching Degree.
M.Ed. Master’s in Education

viii



DECLARATION

| declare that my thesis, “Exploring First-year students’ voice and subjectivity in
academic writing at a university in South Africa”, is my own work. | also wish to
declare that it has not been submitted for examination or the award of a degree in
any other university. | have also duly acknowledged all sources | have used or

quoted in the thesis and through the Bibliography.

Name: Martina Bi Ambe Date:

Signature...



ACKNOWLEDGEMENT

I wish to acknowledge God Almighty first for instilling me with courage, strength and patience to

stand up in times of my weaknesses.

Next, | want to say a big THANK YOU! to my Supervisor Professor Sivakumar Sivasubramaniam
who has been a father, mentor and an inspiring figure to take me through this journey. I will be for
ever indebted to him for his expert knowledge and wisdom, for under his tutelage I grew from

nothing to putting this piece together as a postgraduate student doing my M.Ed. by research mode.

I would also like to thank Doctor Van Heerden Michelle for laying the foundation of my Post
Graduate studies from Honours to Masters. Her expert knowledge and gentle encouragement led

me to explore academic writing.

Most of all I wish to thank the Dean of my-Faculty Professor VVuyokazi Nomlomo for her financial
and moral support. She made sure that I was taken care of as.a Postgraduate student. | feel deeply
touched by all that she has done for me in her capacity as the Dean of the Faculty.

I want to acknowledge my B.Ed. Honours Lecturer, Doctor' Pluddemann Peter for giving me a

foundation and always encouraging in me the value system that | can make it in my academic life.

I also take this opportunity thank Doctor Hugues Steve Ndinga- Koumba- Binza, our Post Graduate
Coordinator and Lecturer of the module Educational Linguistics (ELD 111/121/ & 211/212) | have
tutored for three years. His moral support, his hard work and passion motivated me to complete

my degree and be of service to myself and the institution of higher learning.

I will like to thank the School of Post Graduate Studies for all the workshops that empowered me
with the research knowledge that | mostly needed to complete my study. The three-day finishing
retreat gave the final boost to me to complete my thesis for submission this year. | thank Mr. Peter
Johnson-Smith and Doctor Olushola Rotimi Adenyi for their service contributions that are so

crucial to any aspiring postgraduate student at UWC.

With all fairness | want to thank my mother, aunt and mentor Professor Elizabeth Bifuh-Ambe for

her financial and moral support to complete this study.

X



DEDICATION
I dedicate this thesis to my entire family for the upbringing they gave to. | am for ever thankful to
my Grandmother Mami Angela Lum Fuh, my late uncle Rev. Father James Suhnfor, my mother
Mami Bernadette Manka as well as all my siblings and my cousins with whom I played in the sand
together as a child. I want to thank my loving husband Anthony Ambe N. for his patience and love.
I thank my children for their emotional support and understanding during this journey. Finally, |

thank all my friends for their unfailing solidarity with me throughout this journey.

Xi



ABSTRACT

Literacy development in South African higher education is increasingly challenged by several
issues in dialogue and language of tuition. Despite the widening of access to South African
universities, research shows that a large majority of entry-level university students are still failing
in their chosen programme of studies. Almost all universities in the democratic South Africa
incorporate academic development programs in first-year modules as an awareness raising attempt
to scaffold novice students into the vocabulary of their various disciplines. However, these
development programs sometimes fail to address the language needs of some of the students who
have had more than seven years of schooling in their first languages (IsiXhosa and Afrikaans). My
study seeks to explore how additional language IsiXhosa and Afrikaans students understand and
construct written knowledge in one literacy development course using English medium of
instruction. | further explore lecturers’ and tutors’ perspectives of the demand of sounding a
scholarly voice in academic writing by entry-level students in their new roles as scholars in the
University of the Western Cape (UWC).

Literature indicated gaps when it.comes to students” and lectures’ perceptions on the construction

of voice in academic writing in a language that the students are not comfortable in.

My choice to use an interpretive frame made my study a qualitative one. | used a case study
approach in which qualitative data was collected from' one-on-one in-depth interviews with
fourteen participants, documents analysis and field notes collected during interview process. A
constructivist view of knowledge further guided my study to support the view of knowledge being
socially constructed in the process of enquiry.

My findings were categorised according to the research questions and themes that emerged from
my analysis. The four themes from my presentation guided the findings. The findings of this study
indicated that, IsiXhosa and Afrikaans students in the study used their first languages as resource
to understand, formal English in essay of assignments. The lecturers’ perspectives of voice showed
differences in the students’ perceptions who were mostly overwhelmed with the proactive life of
academia and the language they are required to write in. In this context, the lectures’ views of
competence mismatched with students’ views who felt their views were stranded in the language

of discomfort (English).
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CHAPTER ONE
INTRODUCTION

11 Chapter Overview
This chapter introduces my research by profiling the background to the study in terms of academic
writing, academic literacy models and the language policy context in which my study is done.
Thereafter, | present my problem statement and the rationale that the study was based on. In
addition, the chapter presents the aims and objectives followed by the main and sub research
questions to which I intend to realise and find answers. | then briefly discuss the methodology used
to answer the main research and sub-questions and the reason for this choice. Likewise, | define
key concepts of my study in this chapter to ease my readership. | conclude the chapter with a

chapter outline of each of the chapters that will be developed in my thesis.

1.2  Introduction
Globally academic writing has come under-inereasing-serutiny because students’ heterogeneity
has come to be understood as a stumbling block for academic success and university throughput
rates. In fact, writing at university is constantly under punitive scrutiny; thus, academic writing
proficiencies can be indexical of students* success or faiture (Lillis, 2003a). It is through writing
that established scholars create  meaning and- thus “students’. reading and comprehension of
knowledge becomes important, ,But even.more. crucial, is. students’ ability to negotiate their
knowledge and understanding in extended written assignments because they have to demonstrate
the appropriate linguistic repertoire and engage with other scholars in a reconstructed voice that
shows understanding as well as subjectivity (Lewin & Mawoyo, 2014). As a result, writing in
university is complex and students’ academic literacy skills and their command of academic

concepts in written assignments carries high capital.

Typically, research into conceptualizations of academic literacy reveals three dominant paradigms
(Street, 2004). The first paradigm, the Skills-Based Approach, views writing as a technical skill
that can be remedied with grammatical programs to develop new students’ writing proficiencies.
In this paradigm, academic writing is orderly, with students mostly required to work on strict hand-
outs that are to induct them into passive learning for reproduction (Street, 2004). However,
limitations of the Skills-Based Approaches have led to the development of Academic Socialisation

Approaches that introduced students into academic writing through academic literacy development
1



courses and remediation help at writing centres (Archer, 2010; Street, 2004). This method was
again criticized for its attempts to socialize students into the culture of academia through technical
skills associated with English proficiency, academic discourse and writing. This has paved the way
for the emergence of the Academic Literacies Approach, which is rooted in New Literacy Studies
and flexibly positioned on other cultures that reflect the life and context of the diverse students'

population (Street, 2004). In this paradigm, literacy is viewed as a social practice.

In the first place, what was often overlooked in the previous approaches was the variation in
language, context, and cultures of the students pursuing further training in the universities (Lillis,
2003b). According to Clarence & McKenna, (2017), although the first two approaches seem to
incorporate academic literacies, the academic literacy approach stands out with its multiple and
socially constructed view of literacy that recognises and strongly upholds diverse ideas. Ordinarily,
this understanding mostly signifies experiences from diverse students in an “ideologically loaded”
literacy that might be in conflict with the ideas-of the “differently cultured” students (Street, 2003,
p. 78). Thus, for universities to-maintain-the-quatity-level,-academic development modules are
meant to serve as invaluable scaffolds which can accommodate and socialize these diverse students
into the proactive cultures of reading, critical thinking, interaction and writing. Outlining the
implications of a multiple view of knowledge in academic literacy, Boughey, (2008a, p. 195)
argues that, the way of thinking of first-year additional language students (their voices, identities
and what they carry in their being on arriving)-could be “inappropriate to the dominant status and

the conventional norms of the university knowledge”!

Based on the issues | have raised above, | situate this research within voice construction in
academic writing through second language learning. In light of this, I draw on insights from
Bakhtin, (1986), and VVygostskian, (1979) theories as well as the works of Postman & Weingartner,
(1969), Lantolf & Poehner, (2007) and Canagarajah, (2015) which view language as a social
practice that is open-ended, fluid and provisional for the students’ minds to interact and propose
meaning in a continuous manner. Functioning on an understanding of academic writing as a
situated ongoing social practice in academic literacy, these theorists argue that writing in a second
language entails creating new selves which assume particular visibility and dynamism through

socio-cultural and contextual scaffolds.



In keeping with the above-mentioned thoughts, the purpose of my research is to explore first-year
students, as well as lecturers’ perspectives of voice and subjectivity in academic writing in an
academic literacy development module. This is to suggest that, for first-year students to succeed
in their written assignments, these students should also engage with other scholars in meaningful
ways. This prerequisite, which shows participation in a personal voice, also signals comprehension
of the issues within the discipline in both answers of assignments or research papers (Chokwe,
2013; Shaw, 2010). Along these lines, my study focuses on first-year IsiXhosa and Afrikaans first
language students, who have mostly been taught in their first languages and are now studying for
a professional development degree in the University of the Western Cape. How these groups of
students use English to express their lived experiences in answers of assignments then assumes
particular prominence in my study. This is to suggest that my study takes into consideration these
students’ situations as additional language speakers of English, joining a conversation that

necessitates written responses and proposes to study its dynamics and fall-outs.

1.3 Background

The indisputable role of language in human communication -makes it the most discussed subject
in academic domains. Key to these discussions is the relationship between language, context, the
mind and thought process (Bakhtin, 1986; Chomsky, 2006; Vygotsky, 1979, 2012). Even though
language constitutes meaning, it signposts our identity, place of origin, blueprints of various
cultures and people’s deep-seated beliefs (Janks, 2001, p. 250). In essence, language is invaluable
in the social, economic and political life of ‘a human being with researchers attributing success in
these areas to the dominance of some languages over others (Janks & Makalela, 2013). Regardless
of the importance of language, studies have shown its impact as an instrument that could shape
people’s thinking as well as their social identities (Canagarajah, 2004; Foncha, Sivasubramaniam,
Adamson & Nunn, 2016; Ivanic, 1997). In light of this, language and education in most African
higher education are characterised as a complex educational undertaking. This complex state is
highlighted in a plethora of research where, language is viewed as a problem, a concern, a
controversial construct filled with intrigue, a right, a resource and a notion that has been receiving
considerable attention in education and society (Alexander, 2004; Boughey, 2002, 2012a;
Carstens, 2013; Chumbow, 2009; Dyk & Rooy, 2012; Foncha, Sivasubramaniam, Adamson &
Nunn, 2016; Klapwijk & Van der Walt, 2016; Mesthrie, 2004; Mgqwashu, 2008; Nomlomo &

Katiya, 2018). Hence, research on the influence of colonial languages of tuition in African



universities including South Africa has assumed particular primacy and immediacy in their

practices of higher education.

The history of academic development in South African higher education dates back to the 1980s
when disadvantaged ‘underprepared’ students were accepted into traditionally white universities
(Archer, 2007; Boughey, 2007, 2012a). During this time, the assumption was that such students
lacked the linguistic abilities, especially English language proficiency to succeed at the university
so they needed support. Post-1994, South Africa widened university access to all races, which
resulted in a more diverse student population with limited or no knowledge of academic discourse
(Van Schalkwyk, 2007). This further influenced the creation of writing centres and academic
literacy development modules across universities as a means of support for novice students
(Archer, 2010; Boughey, 2010). However, most of these first-year students came from different
culturally entrenched identities due to the legacy of apartheid that grouped people according to
race (Mesthrie, 2004). This is to suggest-that;-these additional language students could be
vulnerable when it comes to integrating and-interacting with peers as well as analysing academic
texts that are written in very formal English-replete with the conventions of academic discourse.
Literature points to language challenges as the main problem that interrupts useful negotiations for
interaction in academic discourse making the language policies a concern (Boughey, 2008b; Dyk
& Rooy, 2012; Leibowitz, 2004; Bock, Bock, & Mheta, 2013; Van Heerden & Kerfoot, 2015;
Sebolai, 2014; Ttack et al., 2014).

1.4 Reassessing Higher Education Language Policy in South Africa (2002)
and the Language Policy of the University of the Western Cape (2003).

With the emergence of democracy subsequent to the apartheid regime ending in 1994, there has
been a constitutional recognition of eleven official languages in the language policy of South
Africa (Kamwangamalu, 2000). Functionally, two official languages seem to be predominantly
used in schools: Afrikaans and English, which also function as the main mediums of tuition in
most of the schools. This appears to mismatch with Alexander's, (1997, p. 85) insistence that while
“all languages are equal in their capacity to express human thought and feeling”, English in
particular dominates as a language of tuition in most South African higher institutions due its
international status with seventeen out of nineteen universities using it (Lewin & Mawoyo, 2014;
Mesthrie, 2004). In the view of Desai, (2001) there is a difference between students who are
exposed to English to enlarge their repertoire and those who are forced to study in English because

4



they are vying for a university career. She further explains that, though additional language
students in the South African multilingual context study in an English medium university such as
the University of the Western Cape, these students might not effectively discuss concepts in
English without constant support. According to Mgqwashu, (2008) linguistic diversity influences
the comprehension and interpretation of knowledge for active responses that could stimulate
academic success and throughput by additional language students. Nomlomo & Katiya, (2018)
highlight the linguistic challenges faced by some additional language students mentioning failure
and drop out as disheartening consequences of these challenges.

It is important to note the stipulations of the higher education language policy for reasons of
consistency. The higher education language policy stipulates that “all higher education is required
to develop their own language policy subject to the national policy framework” (Education, 2002,
p. 15). In response to this, the University of the Western Cape (UWC) language policy that was
approved in 2003 fosters multilingualism and-nurtures cultural diversity. As such, equity, social
development and respect for the-multitingual-heritage-of South Africa guide the institutions’
language practices as stipulated below (UWC Language Policy, 2003):
i.  Language use in lectures, tutorial and practical works:

As stipulated in the document, each faculty, as well as department, uses the language of the faculty
concerned, with lecturers and tutors encouraged to use other languages they are competent in for
the benefit of students’ development. The literacy development courses are lectured and tutored in
English.

ii.  The language used in the setting of tasks, assignments, tests and examinations:
For these tasks, English, Afrikaans and isiXhosa are used depending on the needs of the faculty or
department in question. English is the language to complete all tasks not related to language-
specific departments.

iii.  Language in which texts are available:
It is the responsibility of the faculty and department to seek competent tutors who will assist
students complete their task in English/ Afrikaans /Xhosa regardless of the language spoken by
the individual students.

iv.  Access to academic Professional Discourse:
It is the responsibility of the university that all students access entry-level courses or academic
literacy course aimed at enhancing communication and English in academic literacy. In addition,

all students are entitled to support systems that could help improve their English and competence

5



for academic literacy. EDC 111 is, therefore, one of such support systems aimed at strengthening
first-year Education students’ ability to communicate and solve tasks in order to progress in the

academic development of their professional degree.

It is noted that, even with a good language policy, where Afrikaans, English and isiXhosa are
supported as an official language in this context, UWC also recognises English as the dominant
language of tuition and completion of task (UWC Language Policy, 2003). This is due to the
demographic changes of student population that incorporate those incoming international students.
Desai (2001, p. 331) explains that this choice factor is influenced “by the pull of globalisation”
which requires English for international thinking. Yet, expressing concern Desai (2001)
emphasises that such thinking of an international need could be fully beneficial to multilingual
students only when these students clearly understand the concepts in English in order to

communicate them to the learners as future teachers.

The above-voiced concern is further highlighted-in-Nemlomo & Katiya, (2018) who underline the
need for multilingual students as'in the-University-of the Western Cape context, to be equipped
with translated materials as well as scaffolds on tools to practice reading and writing for effective
communication in academic discourse. Since lectures are mostly delivered in English, academic
literacy development modules, like the one my study is predicated on (EDC111) are put in place
to scaffold new students on the vocabulary: of the discipline! This includes conventional aspects
like structuring, referencing, cohesion; plagiarism, and other discipline-specific skills as part of
academic development module. Van Heerden & Kerfoot, (2015, p. 11) maintain that additional
language students need the tools that will augment their voice to sound their opinions in proper
language for effective participation in the academic discourse. Likewise, Stroud & Kerfoot, (2013)
explain that the University of the Western Cape needs to reassess its language policy and
incorporate the complex linguistic and social diversity for epistemological inclusivity and

academic success of the students.

As | have indicated above, higher education policy emphasises the role of language and access to
language skills as rights of individuals to realise their full potential. This is in order to participate
as well as contribute to the social, cultural, intellectual, economic and political life of the South
African society (Foley, 2004). The Ministry of Basic Education in due course acknowledges the

current position of English and Afrikaans as the dominant language of instructions in higher

6



institutions. This recognition is to give time for other South African languages to develop for full
usage in all academic discourse (Desai, 2001). Hence, the new language in education policy is
dedicated to building a non-racist and non-sexist South Africa (Education, 2002). However,
literature continues to signpost different challenges, of some additional language students when
taking part in written discussions within their academic development context (Foncha,

Sivasubramaniam, Adamson & Nunn, 2016; Mgqwashu, 2008).

Based on the issues | have signposted above, university access post-1994 seemed not to have had
the desired outcomes associated with equality and redress aspired by the language policy
(Education, 2002). Thus, when compared to their white counterparts, disadvantaged multilingual
students still have difficulties ranging from language to comprehension and construction of
opinions in writing (Boughey, 2007, 2012a; Van Schalkwyk, 2007). For these reasons, language
features as a key indicator of academic success from as early as primary school right through to
tertiary studies in the South African multilingual-eontext (Dornbrack & Dixon, 2014; Van Dyk &
Rooy, 2012; B. Leibowitz & Bozalek, 2014).-With-the dominance of English medium of tuition,
some disadvantaged additional language students struggle to-construct ideas without the necessary
vocabulary and discursive ability required in.academic writing (Boughey, 2008; Sheik, 2011).

1.5 Research Problem
Having discussed so far, a wide range of issues and insights which I believe have far-reaching
ramifications for the practice of higher education in South Africa, I now wish to state my research
problem. Despite the widening of access to South African universities, research shows that a large
majority of entry-level university students are still failing in their chosen programme of studies
(Klapwijk & Van der Walt, 2016). Available research appears to confirm that most challenges
arise from students’ inability to construct their inner thoughts for sense-making in academic
writing that is meant to enhance success and throughput. The challenge emanates from the fact
that while in university these students are taught in English as a language of instruction in which
they are required to write with an infused voice that shows an understanding of knowledge. But
for voice to be successfully constructed, students need to first comprehend in order to engage with
whatever resource material they read or listen from lectures. In light of this, a bigger problem arises
because most of these students are additional language speakers of English (Boughey, 2012a).

Notwithstanding this, they are now required to access relevant linguistic vocabulary and write the



academic task in English engaging with other writers but still holding on their own voices in their

writing in an on-going debate.

Engagement in academic discourse, therefore, does not only require English language proficiency
but includes referencing and citation conventions/norms that construct voice as a personalisation
of understanding knowledge in academic assignments. Referencing and citation thus become an
issue especially for English additional language (EAL) students who lack the required vocabulary
and academic discourses that could enable them to reconstruct this knowledge as their own ideas
in academic writing. The language challenge can influence these students’ attempt to engage with

concepts and other scholars’ ideas for successful voicing in academic writing.

1.6 The Rationale of the Study

Having articulated the research problem underpinning my study, | wish to discuss the rationale of
my study. About ninety per cent of the diverse student population in South African universities are
not fluent in English, yet English-is-their- medium-of-instruction and the language in which most
of these students should read, comprehend and express thoughts mainly in writing (HESA, 2011).
Though research highlights the benefits of English as a common language in universities, scholars
argue that a single language pursuit in _countries like South Africa could reduce access to
knowledge and limit confident engagement in academic discourse (Altbach, Reisberg, & Rumbley,
2009). Students are required to infuse an academic voice-in whatever they write and yet the key
role of language in the construction of ideas seems to-be underexplored. Even more worrying is
the argument that schools do not properly prepare such learners for further studies at universities
(Dornbrack & Dixon, 2014, Janks, 2015; Leibowitz & Bozalek, 2014). The inclusion of academic
literacy courses across campuses as an attempt to develop discursive skills in students still does
not address most EAL students’ needs in discursive disciplinary writing due to the limited
linguistic repertoire. A study that explores EAL students’ ability to construct voice and subjectivity
in academic writing can then shed light on the ways English proficiency might disrupt these

student’s academic writing credibility as well as their capability.

I strongly believe that my ongoing experience as a tutor of an Academic Literacy and Educational
Linguistics module for first-year students at a university has provided me with first-hand exposure
to the linguistic challenges of Afrikaans and IsiXhosa first language speakers in creating meaning

and expressing ideas in their written assignments. For example, expressing themselves in academic
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English during group discussions and presentations was challenging. This is again activated by the
need to understand lectures in English as a language of tuition, reading and analysing text in
assignments for the right response in writing. Hence, my study intends to explore how tuition and
assessment practices in English could influence first-year Afrikaans and isiXhosa student’s ability

to construct voice and subjectivity in academic writing.

In light of what | have voiced in the section above, | am aware of the prevalent tendency which,
views additional language students’ writing as weak, lacking a voice, vague and sometimes
showing an incoherence of ideas. Such labelling can result in student writer identity being seen as
problematic. As an insider researcher and an additional language student, | can attest to a myriad
of challenges in appropriating the relevant linguistic repertoire and voice as a personalisation of
knowledge in my academic writing. For this reason, studies on voice and subjectivity can shed
more light on the role of English in relation to additional language students’ academic writing

abilities. In view of this, | have proposed the foltowing aims to guide this study:

1.7  Aims

The study has four main aims
e Toinform current academic writing support in academic development modules for building
vocabulary in diverse students.
e To explore lecturers’ perspectives on students’ voice and subjectivity in academic writing
e To explore students’ perspectives'on voice and-subjectivity in academic writing

e To explore students’ voice and subjectivity in academic assignments

1.8 Research Questions
The declared aims of my study necessitate my proposing the following main research
question (MRQ) and the sub research questions (SRQ) that will guide my study:
How does limited English Language Proficiency influence first-year students’ ability to
construct voice and subjectivity in their academic writing?
My sub-questions (SRQ) which are meant to address the principal components of MRQ
are:
1. What are lecturers’ perceptions on students’ ability to construct voice and subjectivity

in academic writing?



2. What are EAL students’ perceptions about their ability to construct voice and
subjectivity in academic writing?

3. What evidence of voice and subjectivity is visible in EAL students’ texts?

I propose to return to my MRQ and SRQs for a detailed discussion in my Methods Chapter.

Having said that | present my research design and methodology in the following section.

1.9 Research Methodology

The interpretative framework that | propose to employ makes my study a qualitative study in which
the reality to be understood will be seen as constructed and fluid and could either be transparent
or based on my subjectivity as a researcher (Tuli, 2011). I, therefore, bring my own history and
cultural experiences which can influence the lenses during my interpretation of what is viewed,
read, heard or comprehended (Arthur, et al, 2012). This is because I strongly believe it is in keeping
with qualitative research, which discusses, describes and understands the meanings of things,
rather than explaining or predicting human-behaviour-because the accruing truth is not an absolute
(Newby, 2014). Thus, qualitative. research requires-precise-tools and techniques, since it uses

words, images, artifacts and descriptions to assess. the quality of issues.

A qualitative method will not in any way try to attempt generalization of my chosen phenomenon
but it will enable me through exploratory and explanatory procedures of collecting data like
interviews, art illustrations, and document analyses so as to bring out each student’s unique reality
and lecturers’ perceptions (Yin, 2014). Moreover, qualitative methods seem to indicate an
awareness of the fluidity of voice and subjectivity in relation to EAL students’ academic writing,
thus opening up avenues for future research (Cohen, Manion, & Morrison, 2012). Finally,
qualitative research consists of various methodologies like ethnographies, grounded theory and
case studies (Yazan, 2015). In light of this, | believe that the above-mentioned techniques are
suitable for me to explore issues of voice and subjectivity in first-year additional language

students’ writing.

My study is a case to explore first-year EAL education students registered for a four or five-year
teaching degree in a university in the Western Cape. | will work with first-year EAL students to
gain in-depth, detailed and unique data to shed light on the challenges experienced by both students
and lecturers. The key objective is to explain how voice and subjectivity play out in one

compulsory module. Perceptions about subjectivity in academic writing will be explored through
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interviewing two lecturers, two tutors, and ten EAL education students, five home-language (HL)
Afrikaans-speaking, and five HL IsiXhosa-speaking students. The lecturers will also be
interviewed to get their perspectives on scaffolding voice in academic literacy teaching. This
process will be realized by employing various qualitative data collection tools, like in-depth
interviews, art illustrations, and document analyses. | will provide more details of the methodology

which includes ethical procedures that | have followed in Chapter three of this thesis.

1.10  The Significance of the Study

This study focuses on voice and subjectivity in academic writing and is potentially significant for
the development of an informed voice in the academic writing of English additional language
students. With voice and agency assuming such prominence and substance in research, EAL
students need an agency, to relate critical thoughts (Sivasubramaniam, 2015). EAL students could
do with applicable knowledge of the language that will facilitate clearly articulated writing, and
reveal the power of language in expressing-inner-thoughts on paper. Instead of just being the
learning or evaluating tool, academic writing-could-then-confer agency to additional language
students serving as the canvas that signals issues and contests subject position in discourse (Foncha
& Sivasubramaniam, 2014; Harste, 2003; Mggwashu, 2011; Van Heerden & Kerfoot, 2015). This
could empower EAL students and minimize misconceptions, for in an urge to succeed students
sometimes copy other scholars’ views, leading to plagiarism. Thus, the study will engage with the
chosen phenomenon, and seek to explore the extent to' which the specific group of English
additional language (EAL) students articulate their lived experiences in a social constructivist
approach to academic writing, which is writing that promotes voice as a personalization of
understanding valued knowledge.

1.11  Definition of Key Concepts
With a view to facilitating an informed engagement of my readership with my proposed study, |
felt that brief definitions of some of my key concepts will be helpful and therefore | present them

below in this section.

1.11.1 Voice and Subjectivity

When individuals speak, they normally address an audience within a context. Thus, there is a
connection between what they think and what they say; speech and thought processes are thus
connected (Vygotsky, 1986). Similarly, in writing whatever is placed on the paper is linked to
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students’ thinking and the audience that will read the text (Shaw, 2010). In fact, both speaking and
writing take place between two or more interlocutors, who are both situated in social contexts with
particular communicative purposes such as arguing or sharing information. Therefore, even though
speaking and writing require some form of voice, speech is generally viewed as internal with an

audible voice while writing, on the other hand, is external with a silent voice.

Consequently, the concept of voice in writing, as originally proposed and discussed by Vygotsky
as inner speech, is viewed as a writer’s presence on a page and the impression that the audience
will gain of the writer (Ivanic, 1997). However, writing really does not convey the phonetic and
prosodic qualities of speech. This makes constructing written voice challenging especially for
multilingual because academic writing is a scholarly dialogue to produce knowledge within a range
of disciplines (Boughey, 2008; Ivani¢ & Camps, 2001).

1.11.2 Voice in academic writing

During acts of conceptualization and-meaning-making-in-academic writing, students draw on their
established language resources to negotiate, adapt, appreciate-and resist ideas which highlight their
voice, subjectivity and identity (Gee, 1990). In light of this, Hyland, (2002) indicates that
successful voice construction in academic writing relies on appropriate linguistic choices for the
communicative needs of a discipline. This view links with Bakhtin, (1986) who argues that voice
is constituted in language and ‘builds on"the-thoughts (utterance) of other scholars constantly
shaped through the process of communication. As internal thought, the utterance is externally
connected on paper actively expressing students’ voices as they agree, sympathize, object, or

execute what they comprehend in academic writing (Bakhtin, 1986, p. 69).

1.11.3 Subijectivity in academic writing

Positivist paradigms argue against the expression of voice and subjectivity in academic writing,
ignoring that additional language students have personal experiences that can influence their
academic writing proficiency upon entry into universities (Elbow, 2007; Hyland, 2003; Shaw,
2010). In such traditional paradigms, individual identities, voice, and subjectivities are largely
ignored in written discourse. Nevertheless, contrary to technical expectations that students ‘leave
their qualities at the door’ and take on technical skills in academic writing, modern research
indicates the world is realized through language which is multifaceted and diverse (see Hyland,

2002, p. 351; Shaw, 2010). In this modern perspective, lvanic (1997) refers to subjectivity as a
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complex socially constructed identity that requires students to take on multiple selves in academic

contexts.

As such, current research in literacy as a social practice cultivates an active student population as
opposed to passive reproduction of the ideas. Likewise, as a speaker with a responsive expectation,
language enables students to draw on learned concepts to support their positions in writing, thereby
expanding the intellectual dialogue (Bakhtin, 1986). Accordingly, students’ subjective
interpretation of the assignment question is also very important since engaging in an answer means
participation in a discussion or responding to dialogue. In that case, students need a command of
language repertoire to engage in academic writing and expressing ideas in the style in which they

wish would respond to assignments (Bakhtin, 1986).

1.11.4 Literacy as a Social Practice

My study is driven by my social constructivist epistemological stance to knowledge production.
This epistemological stance views writing-as-purposeful-and as a responsive experience between
students, peers, and lecturers that opens-up spaces-for students to talk around the written text and
address issues that could improve their academic success (Bakhtin, 1986). Thus, the process of
interaction enables writers (students) to synthesize, appropriate and argue opinions, ensuring
knowledge creation and sharing (Ivani¢ & Camps, 2001). In addition, in such a view, all academic
writing is dialogic and rooted ‘in‘social and- historical ‘contexts, with convincing data mostly

obtained from other scholar’s texts to justify students’ stance.

For the reasons mentioned above, my study draws on the notion of literacy as a social practice,
with an Academic Literacies Framework informed by New Literacy Studies because it, values
voice and subjectivity in academic writing. Such a framework foregrounds student identity, their
established literacies and voice in the construction of academic writings (Coffin, Curry, Goodman,
& Hewings, 2003; Lillis & McKinney, 2013; Street, 2004). In literacies seen as a social practice,
voice and subjectivity assume a key role in academic writing, since in voicing thoughts students
gain agency to alter perceptions of class and race while identifying realities and philosophical ideas
that enable retention and success (Ivani¢ & Camps, 2001; Kamler, 2003). As a result, academic
literacies aim to equip novice students especially those with diverse linguistic backgrounds with
appropriate discursive practices to navigate their voice and subjectivity in disciplinary writing
(Lillis, 2003a; Street, 2004).
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Finally, even though my study acknowledges the contested nature of voice and subjectivity in
academic writing, it draws on Bakhtin’s notion of dialogism and the Academic Literacy framework
as a social practice, to shed light on the impact of language on voice and subjectivity in academic

writing.

1.12 Chapter Outline

1. Chapter One

- This chapter states the introduction to the study and why it is important to conduct this
study. Further to this, it spells out the background of the study starting from the global
context to our South African context.

2. Chapter Two

- This chapter presents a review of relevant literature along with many issues and insights
offered by different scholars. This is meant to serve as an awareness-raising exercise for
my study.

3. Chapter Three

- This chapter presents the methodology that | propose to use in the study. Furthermore, it
will discuss the how and the why of the chosen method(s) as well as justify the
instruments chosen to collect data for my study.

4. Chapter Four

- This chapter presents the data collected from the study under themes and categories and
will further analyse it under themes in this chapter. These raw chunks of data can help
confirm the questions raised'by my: study via the confirmatory support that | propose to
present in my Chapter.5.

5. Chapter Five

- This chapter will discuss the findings of my study as a basis for answering the proposed
MRQ and SRQs of my study. In addition, this chapter will revisit some of the theoretical
fine points presented in my Chapter 2.

6. Chapter Six
- This chapter presents the conclusions with reference to the MRQ and SRQs of my study
in addition to spelling out the recommendations and limitations of my study. In view
of the dynamics of the study, this chapter will also state some directions for future
research.
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CHAPTER TWO
REVIEW OF LITERATURE AND THEORETICAL FRAMEWORK ON
VOICE AND SUBJECTIVITY IN ACADEMIC WRITING

2.1  Introduction

This chapter presents a review of relevant literature, in which 1 will discuss an array of theoretical
issues and insights, so as to signpost my understandings on how other thoughts and philosophies
have impacted the scope and focus of my study. Thus, | will review the literature on academic
writing (AW) as a social practice in academic literacy (AL). This literature will highlight the role
language plays in the construction of voice and subjectivity in the writing of English additional
language (EAL) students. In order to come to terms with academic literacy, | will focus on
sociocultural theory and its attendant social approaches that further link meaning-making,
knowledge construction and language in diverse societies. In so doing, | discuss various
perceptions of voice and subjectivity in-academic writing in-relation to self (identity) and agency
amidst the reality of power and class, prevalent in-academic writing. This, | hope will help me
further explore the concept of linguistic capital and its influence on the repertoires of multilingual
students when writing. Finally, | will focus on the aspects of genre theory and multimodality
theories that align with sociocultural theory which posits academic writing as a social practice; yet
nurtures language’s role in the construction of-voice as a knowing performance in multilingual
students’ writing (Canagarajah,.2006, 2015; Freire, 2018; lvanic & Camp, 2001; Kress, 2000). In
light of these discussions, | believe that this chapter will define as well as underpin the relevant
concepts of my study.

2.2  Concepts Used in the Literature Review
2.2.1 Academic literacies/language & literacy as a social practice.
Globally, literacy is conceptualised differently by different groups of people. In this section, I will
highlight issues of academic literacy that relates to my study. Moreover, theories relating to
language and literacy will shape my perspective on academic literacy in language education.
Generally, opinions on the conception of literacy in relation to education and civil society have
changed significantly in the twenty-first century marked by diversity, globalisation and
technology. Therefore, higher education has become a social good. Contemporary scholarship

under ‘New literacy studies’ conceptualises literacy as a set of ‘social practices’ (Baynham &
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Prinsloo, 2001; Gee, 1990; Ivanic, 1997; Luke, 1991; Street, 2003b). Such a view contrasts
traditional views of literacy based on the acquisition of skills developed through individual
cognition of counting, reading and writing. This study draws on the insights of scholars such as
Bakhtin, Vygotsky, Ivanic, Luke, Gee and other socio-cultural theories of language and social
context in the construction of human opinions. In principal language that calls for normalisation
within intellectual circles. Controversy in a number of issues is therefore not surprising when it
comes to academic writing. Of pre-eminence in this regard is the complex nature of language and
thoughts.

Bakhtin (1986) discusses a complex link between language and scholarly thoughts (utterance).
Likewise, Vygotsky (1986) speaks of a link between inner speech and language in the process of
critical thinking and speech or writing. In the same light, Ivanic (1997) argues that literacy involves
language amidst other semiotic systems. | do however want to suggest that, the lodging nature of
thoughts subtly position written language to-perform gatekeeping functions in academic contexts.
This assumes prominence in the practice of higher-education-discussed in this study. According to
Vygotsky, (1986) when learners.speak;-there-is-a-connection between what they think and what
they say, which indicates a connection between the speech and the thought processes. This
connection underpins Sapir - Worf’s hypothesis of a correlation between accustomed thought and
speech (Kay & Kempton, 1984, P. 79) According to Kay & Kempton, (1984), the hypothesis of
Sapir-Wolf indicates a difference in the thought of other languages and the English language. This
is to suggest that, in writing, whatever students place .on paper is linked to the thoughts of the
student with suitable language desired to shape these written thoughts for interaction. Yet for these
thoughts to constitute effective dialogue, awareness of vocabulary choice is crucial for proficiency
from the students.

In keeping with the issues that | have pointed out earlier, Elton, (2010) does not only distinguish
languages and thought processes but also indicates how finding equivalence of words in a second
language could exacerbate construction of ideas on paper. A view resonated in VVygotsky, (2012,
p. 264) where every thought either “creates a connection, fulfils a function or is intended to solve
a problem”. | here indicate that the nature of the changing vocabulary of each discipline can also
influence diverse students’ success in both learning and expressing integrated ideas in writing
(Elton, 2010b). These arguments are consistent with my intention to explore voice and subjectivity

in the academic writing of first additional language students. Therefore, this study will further
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highlight the possible influence of English on these additional language students during their
construction of ideas on paper in university. This is to suggest that, given the global shift to
widened access in higher education, academic writing has gradually assumed a custodian role in
teaching and learning in increasingly diverse academia. This role of academic writing is mostly

viewed as controversial in a multilingual context like that of South Africa.

It thus follows that language’s role in literacy is fluid. This could further be illustrated in Bakhtin,
(1986)’s distinction of what he refers to ‘Primary domains’ visible in individual’s daily
communication and ‘Secondary domains’ visible in educational contexts synonymous with
academic writing discussed in my study. Of interest in the above distinction in this study is the
centrality of social spaces and context to individual thought and speech processes. This is to
indicate that in the context of my study, not only is language important to stimulate thinking for
communication with other scholars. But is also vital to synergise the university as an intellectual
community and the specific discipline in which students are enrolled, all of which can contribute

towards building up the novice students™thinking-(Hibbert, 2011a).

At this juncture, | deduce a degree of congruence in two scholars that, language is a prerequisite
for the inner thought (utterance) to be real on paper, and thus proficiency in any target language is
an essential resource that links speech and writing processes (Bakhtin, 1986; lvanic, 1997). This
suggests that, in the same way, language'and context facilitate oral speech communicated to a
target audience, what students think is also communicated to'an anticipated reading audience in
the applicable language. I, however, allude three critics’ arguments that, in the construction of
secondary (written) speech, writers inevitably infuse aspects of primary speech that have
developed over time as these writers’ lived experiences (Bakhtin, 1986; lvanic, 1997; Kamler,
2003). Yet again the language constructed in response to an academic task is indicative of the

student’s voice and subjectivity in the written piece deducing a socio-linguistic influence.

In light of what | have mentioned the socio-linguistic impact on students’ construction of written
thoughts, Bakhtin, (1981) challenges certain dominant theoretical ideologies. This dominance is
criticised in a unified literate language, that subtly ignores a heteroglossia or variety of languages,
diverse participants (additional language students in this context) from within and outside of the
same literacy language community use orally and in writing. My study echoes the above challenge

which equally tallies with sociocultural arguments, of language as a meaning-making tool that
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permits individuals to read their world (Bakhtin, 1986; Ivanic, 1997; Lantolf & Poehner, 2008).
Although written from a Russian context, Bakhtin's theory has the potential to influence language

and literacy studies as well as research into English for Academic purposes globally.

In keeping with the above thoughts, my study follows an academic literacy approach to literacy
complemented by sociocultural theory. This is due to their relevance to additional language context
and meaning construction in academic writing. Hence, as cited in chapter one of this study,
academic literacy develops as a critique of skilled and socialisation approaches to students’
writings in higher education (Lillis & Turner, 2001). In that case, unlike traditional literacy,
academic literacy is a more structured and distinct approach. Emerging historically from the higher
education contexts of the United Kingdom (UK) and the United States (US), academic literacy is
rooted in the epistemology of literacy as a social practice. Its main vision is that of transformation
in higher education in ways that acknowledge the linguistic and cultural diversity that all students
bring to the world of academia (Lillis & Scott; 2007).

In light of this, the focus is on students’ wiriting, as-a socially-situated practise within the pedagogy
of academic curriculums that influence knowledge expansion. While this study concedes the
prominence of reading, listening, speaking as communicative practices in academia, the focus is
on the most valued knowledge assessment tool which is generally writing (Lillis & Mckinney,
2013). Hence, academic literacy-as an approach then becomes crucial for students to understand
concepts for application in writing. Drawing, on its theoretical, ideological and historical origins;
my study postulates academic literacy as an approach that is sensible on meaning-making and
knowledge construction in the diverse and inclusive academia (Lillis, Harrington, Lea & Mitchell,
2016, p. 4; Lillis & Scott, 2007; Street, 2013).

Given the advantages of academic literacy outlined in the previous paragraph, | think the issues of
voice and subjectivity in the writing of additional language students are likely, given the widened
ecosystem of higher education, noted to be more focused on structured practices. (Coffin &
Donohue, 2012). Especially the current higher education system overwhelmed in globalisation,
diversity, transnational flow and technical systems that seem to replace the natural thinking of man
(Papashane & Hlalele, 2014). These, along with issues of linguistic, power, identity and voice in
literacy practices, diverse students partake in further highlights academic literacy as a critical field

of inquiry (Lillis, Harrington, Lea, & Mitchell, 2016). Following academic literacy’s transforming
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views; my study centres the worth of blending semiotic resources for knowledge construction in
inclusive pedagogies. This I think could be both valuable and academically serviceable for novice
students in the twenty-first century higher education. Ultimately aligning with arguments of
scholars who question the tenets of teaching writing to students in higher education, and as
reinforcements of academic literacy’s highpoint on how diverse students learn and construct
meaning in written language (Canton (a), Govan (b), & Zahn (b), 2017). With this in mind,
academic writing is situated as a social practice that enhances additional language students to relate
lived experiences in their own voices within the scholarly conversation (Lillis, Harrington, Lea, &
Mitchell, 2016). Above all in an approach that not only renovates each student’s reality but also
resonates scholarly views that advocate multiple literacies in higher education differing from
autonomous views (Street, 2004; Sivasubramaniam, 2015). As has been noted multiple views of
literacy in the context of this study is visible in the ways various disciplines express and construct

meaning through the language of the disciplines (Ryshina-Pankova & Byrnes, 2013a).

In relation to meaning, Ryshina=Pankova-& Byrnes, (2013) carefully link meaning-making,
knowing and learning in the writing process-to language. ln'view of this, academic writing is a
way of language structuring in which language is not only a medium of construction but also an
embodiment of the type of knowledge ta be learnt or known. Arguably, in the context of additional
language students, who are mostly adults, some aspects of knowledge taught in the second
language are already known to most of these students though not in conceptual frames (Ryshina-
Pankova & Byrnes, 2013a). Since writing s the way novice students need to express meaning
while at the same time constructing knowledge, these students need to be active knowers in order
to create a constructive response. | hasten to suggest at this juncture that, the construction of voice
and subjectivity in academic writing entails the usage of the full repertoire of the language in which
students write. The aforementioned affordance evidently displays voice as a form of knowing
which could be misread if additional language students’ roles or naivety in writing are ignored
(Street, 2003a).

According to Street, (2004) a concept of literacy in an era of ‘new orders’ need to recognise the
social life, values, cultures and linguistics of the students who are educated, in order to influence
self-growth and the growth of the greater society. In the same token, conscientious educators
uphold literacy that assigns consciousness and awareness to students on problem-posing, self-

transformation and environmental growth, effective through critical thinking (Freire, 2018).
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Likewise, Luke, (1991) and Gee, (1990) view literacy as social practices that signpost the
sensibility of diverse students’ cultures. These arguments further support my exploration of
additional language students’ comprehensions of the complex linguistic issues embedded in the
different acts of literacies that these students are required to engage and express thoughts in
academic writing. Although Luke, (1991)’s study, indicates an understanding of literacies in an
Australian context, it reinforces ongoing arguments on the omission of certain voices in the process
of knowing in academia. Thus, my study reflects diverse students’ experiences and the social
capital from which these diverse students draw on during the learning and writing processes.

At this juncture, | hasten to indicate that, an academic literacy position somewhat contrasts with
other contexts like the Australian context of higher education, where the focus on students’ writing
is prominent in the theory of Systemic Functional Linguistic (SFL), (Coffin & Donohue, 2012).
However, the exposition of the Systemic Functional Linguistic theory (SFL) as a theory that links
writing with additional language students’.semiotic_repertoires in Ryshina-Pankova & Byrnes,
(2013a) and other current studies-subtly-disregard-Himitations on a vital emphasis on literacy. It
should be noted that, though the. aforementioned. theory- focuses on text analysis and the
significance of language in constructed written ideas by these students, there is little emphasis on
literacy. For this reason, though Halliday writes on the social semiotics of language, it seems to
me that my African multilingual context does not accommodate SFL theory. In my opinion, SFL
does not resonate with my arguments of the influence of English as a language of instruction in
the expression of written thoughts by additional language students. Especially in view of language
in the context of conversion and writing; for though the language is assumed as functional,
understanding subject matter and expression of written thoughts could be distorted if competency
is challenged.

As far as | am concern functionality of the SFL theory in academic context seems problematic
since scholarly writing calls for normality or formality likening the written piece to correct or
wrong if the convention is flouted. For the most part, though relevant in its functionality, a
Hallidayian context of language might therefore not be flexible for me to apply in my study due to
its strict and categorised ways. To put it differently, there is no flexibility of the theory of text for
application across contexts; rather theory seems to require an application as it is difficult to deviate

from its tenets.
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On the other hand, Bakhtinian theory though is written from a Russian context can be adopted in
most contexts like mine. It resonates with my argument of English language influence allowing
me room to bend, twist, and fold the theory to meet up my views of voice, agency, inter-
subjectivity in academic writing in an African context; South Africa in particular. Seemingly a
deviation from the norm is likely in an Academic literacy approach so as to emphasise the influence
of English on effective writing in higher education required by a widened access. In this
consideration, language together with all other semiotic systems becomes a meaning-making
resource for understanding others’ intentions and actions, even in my context. In essence, a
Bakhtinian, (1981, 1986) sense of language in its scientific form (linguistics) as a social semiotic.
That is to say language as a sense-making resource for shared understanding across all societal
contexts; that bears an irrefutable link with society, in general, is envisaged in my study. Above
all, an understanding of language that fosters a link between the centre and the peripheries is thus
invaluable in additional language students’ context of voice construction in academic writing

(Sivasubramaniam, 2015).

As | have seen proponents of literacy as-a social practice-have-also suggested that raising awareness
of how additional language students struggle with issues of vaice in academic writing is crucial in
higher education assessments (Coffin & Donohue, 2012; Isaac, 2012; Ryshina-Pankova & Byrnes,
2013a). As far as | am concerned, a constructivist view of language in academic writing not only
expects novice students to robotically weave textual choices'in‘discursive writing that symbolises
knowledge of concepts. Besides, first=year university students might not be mistaken for empty
containers since these students could be influenced by lived experiences and linguistic diversity.
It could be said that, contrary to routine writing, entry-level students, require holistic scaffolds that
will reinvigorate these students’ minds and empower them to relocate personalised knowledge in
a written voice as responses to assigned tasks (Kamler, 2003). That is why literacy awareness is
crucial as additional scaffolds for these students to reposition themselves and take on proactive
intellectual practices. This to me includes orienting to suitable vocabulary for interaction with
other voices within academia. Above all an understanding of language that captures the issue of
multi-voice propounded in Bakhtin, (1981 & 1986).

Based on the issues | have raised above, I believe that sociocultural theory complements academic
literacy on issues of text analysis in writing that nurtures diverse students on language choices for

voice construction in academic writing (Coffin & Donohue, 2012). Of special significance in this
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study then is the positioning of language and society in knowledge comprehension and
constructions of ideas in learning and academia (Lantolf & Poehner, 2008). Thus, I draw on socio-
cultural theory to complement academic literacy’s concerns of omitted voices in the writing
process of academia. An equally significant aspect of the above concern is a recap of languages’
role in the construction of voice and subjectivity in additional language students’ writing within

the context of my study and other contexts.

A point which is also sustained by Lantolf, Thorne, & Poehner, (2015) evaluation, of language as
‘the most pervasive, powerful and cultural artefact’ (p, 6) for the human mind to meditate and
communicate with one another and their environment. The sentiment expressed in this quotation
embodies the view that, in the case of communication, the mind might be impossible to separate
from the society; rather, it is a symbiosis to propose meaning in a continuous manner. By the same
token, two scholar’s reflection on language in the writing context shows it to be fluid, and available
for the mind to fold and if possible expand forinteraction (Bakhtin, 1986; Lillis, 2003b). For these
reasons, | think limited knowledgeof the language-of fearning could influence the manner in which
additional language students’ articulate ideas.in.academic. writing. Echoing three scholar’s
congruence of a third space in the academic discussions, my study supports a plurality of
knowledge. Where through voice land' inter-subjectivity language is continuously mediated in
open-ended ways to express individual experiences, identity and comprehension of written
thoughts (Foncha, Sivasubramaniam,  Adamson ‘& Nunn 2016; Sivasubramaniam, 2015;
Vygotsky, 2012).

Having considered the value of language in the articulation of thoughts, it is important to note that,
induction into scholarly acts is a valued practice in academic literacy. Where proponents view
effective scaffolds not only as prompts that could horn critical thinking but also as resources to
enhance diverse students with suitable language for construction in academic writing (Gebhard et
al., 2013). Needless to say, that high school literacy mostly obliges students to learn how to read
and write, students need an explicit orientation of how language is used in higher education. This
is to suggest that, learners talk or write in required or precise ways because they are oriented to do
so. Therefore, the transition from high school entails a shift in both knowledge construction and
the learner’s linguistic repertoires in order to accommodate as well as assimilate a scholarly
oriented mind (Boughey, 2008b). For this reason, students are mostly required to critically read

other scholars’ scripts to generate awareness of the linguistics and mutual intelligibility that
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embeds curriculums. This orientation might not only trigger or enrich the construction of
constructive scholarly thoughts by novice students. On the contrary, some novice students from
disadvantaged background schools could be trapped due to their naivety of text that is mostly in
English as resources to enhance thinking (Klapwijk & Van der Walt, 2016). This is to say without
awareness cited before, some students might read, but certainly not learn or ignore the essentials
of reading. As a result, misconstruing the sense, which could further lead to a mismatch and disrupt
interaction (Van Heerden & Kerfoot, 2015).

I am inclined to believe that the sociocultural theory can complement academic literacy in this
study. Primarily since each of these theoretical positions makes an important contribution to our
understanding of issues of voice and subjectivity in the academic writing of additional language
students. In this manner, both proponents seek to empower additional language students with
multiple meaning-making resources; in the form of vocabulary that could aid these students to
resist and alter subject positions during construetion of ideas in academic writing (Coffin &
Donohue, 2012). It could also be important-to-note-that, during writing, it is vital for students to
make language choices that clearly-communicate their lived-experiences for shared understanding
with other scholars in intellectual dialogue. Emphasising the importance of clear and concise
writing in assessments, | stress the need to value written pieces in the context of additional
language students. Indeed, inherent in these written pieces are the emotional struggles of the
students involved which might not'be ignored(Klapwijk & Van der Walt, 2016). Evidently, these
struggles mostly are regardless of the:additional“language students’ status as a second or third
language user (Boughey, 2008b). Nevertheless, equating value during the construction of ideas on
paper to students whose first language might be IsiXhosa or Afrikaans in a multilingual context as
South Africa remains a growing problem (Boughey, 2013; Klapwijk & Van der Walt, 2016;
Mgqwashu, 2007).

Given the current high-profile debates with regard to the language in education, I am aware that
alternative views on the evaluation of written voice in the writing of diverse students are ongoing
in academic debates (Foncha, Sivasubramaniam, Adamson, & Nunn, 2016). This is not only
visible in studies that characterize positivist theories on foreign language and second language
acquisition as sterile wisdom which is not achievable in classrooms, (Sivasubramaniam, 2015 in
Nunn & Adamson, 2009). There is also a growth in studies that problematize the pathology of
additional language students’ writing (Boughey, 2008a; Stock & Eik-Nes, 2016). The above
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sentiments resonate with my earlier reference to the concerns of Gee, (1990) that state the
importance of context and language in writing. Of central concern therefore in my study is the
need for additional language students to be viewed as also having an ‘identity kit’ that could be
enhanced for writing to be functional as a social practice. Anchoring on these arguments my study
echoes prejudices that could prevent additional language students from relating to vocabulary in

writing that is academically serviceable.

Notwithstanding the issues mentioned above, my study is not meant to critique traditional
approaches to teaching issues of voice and subjectivity in academic writing. Instead, my study is
an attempt to explore the approaches that can teach writing and academic voice to additional
language students, so that these students can sound grammatically right, and equally express a
voice in their academic writing that shows subjectivity (Lantolf, & Poehner, 2008). It follows that
traditional approaches to teaching voice in writing seem to be restricted in regard to the language
issue, which does not only entail the use of standard language and its grammatical form but the
entire linguistic understanding  of the language—(including the heteroglossia from students).
Suggesting that, some additional language students-might also get stranded with other grammatical
aspects of English as a language of tuition which is short of voice construction in academic writing.
Moreover, lecturers and tutors sometimes struggle for time, which makes classroom group
participation as scaffold grounds to improve the level of engagement for voice construction less
effective. Challenges could generally be multiplied by 'some students’ reluctance to participate in
class interactions despite attempts by-lecturers or facilitators to motivate these students; thus,

weakening voice construction in these students who are sometimes additional language students.

To understand the issues | have mentioned above, | here allude to the African continent which is
almost unique in the context of globalisation and transnational flow. Moreover, the unstoppable
demand for access to higher education further complicates emerging issues from difficult
circumstances most universities function in terms of social, political and economic instability
(Lillis & Scott, 2007). Hence, the global trajectory of access to higher education is distinctly
noticeable in most African universities, including Rwanda, Ghana, Zimbabwe, South Africa and
other African countries (Gonye, Mareva, Dudu, & Sibanda, 2012; Arhin, 2014). Of central concern
in this study, is equally the South African context which is no exception where the legacy of
apartheid, compounded with the multilingual context of the country triggers an incessant need for
English for Academic Purposes (EAP) by students (Sheik, 2011). It is, however, important to note
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that, the above need is fulfilled through academic programs at institutions of higher education
(Boughey, 2007; Sebolai, 2014).

A plethora of literature highlights an influx of students from disadvantaged schooling backgrounds
with little or no knowledge of discursive discourse in disciplines post 1994 (Archer, 2010; Barnett,
2014; Boughey, 2008a; Carstens, 2013; van Dyk, 2005; Janks et al., 2012; Mggwashu, 2008;
Mgqgwashu, 2007; Van Schalkwyk, 2007; Van Schalkwyk, Bitzer, Van de Walt, 2009). Despite
evidence mentioned to accommodate both first and additional language students improve writing
practices through academic development programs, current studies indicate concerns when it
comes to issues of voice and subjectivity in the writing of additional language students (Klapwijk
& Van der Walt, 2016; Sivasubramaniam, 2015). In short, concerns cluster around the language

issue resonated in my study.

In relation to the language issue, the language poliey.of South Africa acknowledges eleven official
languages (Lewin & Mawoyo, 2014; Makee & MeKinney, 2014). However, institutions of higher
learning under the guidance of the-Minister-of Higher-Education are allowed to determine their
own language policy, which must be in accordance with Section 27(2) of the higher education Act
of 1997 (Lang Pol., 2002). For this reason, English and Afrikaans dominate in most campuses with
English dominating in 17 out of 19 universities, adopting it as a language of teaching and learning
(Lewin & Mawoyo, 2014). It is, however, important to' note that, though not being the first
language of even forty per cent'(40%).of the South African students’ population, English is still
the preferred language of tuition, due to its global status as standard in communication and
economic benefits (Boughey, 2002, 2008b, 2012b, 2012a&b). In the face of this access to
universities for most English additional language students in most contexts is tainted by language
which immediately serves as an obstacle to effectively articulate ideas for, success and timely

through-put of these students.

Western Cape, where my study is located, stands out as dominated by Afrikaans and IsiXhosa
speakers with a Sesotho minority (Mbatha & Pluddemann, 2004). Thus, a language primarily
assumes an important status in South African higher education, which makes the concepts of voice
and subjectivity crucial for disadvantaged students to voice issues that make sense in their lives
(Archer, 2007; Boughey, 2008a). Worth noting is the fact that disadvantaged students, in the South

African context, are mostly English additional language students, who might not have the
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necessary vocabulary and discursive ability to construct ideas in academic writing. At the same
time, challenges are sometimes multiplied by an inability to fully comprehend lectures in highly
formal English including the reading of texts for discussion. | hasten to suggest that, where
comprehension is flawed, the dialogue might be difficult, and articulating valued opinions in
writing then becomes a struggle (Canagarajah, 2004). These points are also sustained by the works
of (Boughey, 2008b, p. 193; Van Schalkwyk, 2007, p 960 -961) who indicates the impact where
an inability to produce ‘high stake writing leaves some students’ writing as “problematic’, thus
leading to failure and sometimes dropping out at the end of the first year of studies.

Based on my ongoing discussion, it is reasonable to say that academic literacy establishes itself as
an integral part of higher education and expands as a discipline in South African intellectual circles
post 1994 with ideas for change on the subject of academic writing (Parkinson, Jackson, Kirkwood,
& Padayachee, 2008). Consequently, the multilingual student population of South African
universities makes it difficult to overlook or-to-be.insensitive to the social sense or context of
academic literacy. According to-Papashane-& Hialele, (2014) students or additional language
students in this context who might.not-display-the needed-skills of literacy in higher education
should not be stigmatised. Instead, these students should be scaffolded on ways to relocate their
differently cultured selves into a sensible academic literacy context marked by academic writing
(Papashane & Hlalele, 2014). A view resonated in Kamler, (2003) view of supports that could

enhance students relocate personal stories into-academic concepts of disciplines.

In keeping with the above-mentioned position, current literature commends academic literacy’s
awareness of the challenges and pressures encountered by diverse students during the process of
knowledge construction, mainly in academic writing (Lillis, Harrington, Lea, & Mitchell, 2016).
My study focuses on first-year education major additional language students (EAL), who are
Afrikaans and IsiXhosa students studying in English as an additional language in the University
of the Western Cape. In view of this, voice as a metaphor formulates the novice students’ thinking
in their new roles as scholars and sensitively acts these thoughts out on the stage of academic
writing. | ascertain from previous arguments that improper language costume is then tantamount
to failure (Mggwashu, 2008). As such, academic literacy in the language of learning is crucial, in
that often, students have to read in order to tease out what is to be learned. Implying that, students
with language awareness for critical reading will do better than those who are naive. Hence,

research indicates that, if students are not literate academically, they can read, but they do not learn
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(Van Schalkwyk, 2007). For, students will either ignore the relevance of critical reading or
misinterpret the read information, leading to a mismatch in meaning that disrupts social interaction
(Boughey, 2008b).

2.2.2 Academic writing as a social practice in academic literacy
In this section, I will discuss the concept of academic writing, its theoretical underpinnings and
relevance in the higher education context in both teaching and learning. According to Hartley,
(2008) academic writing is a particular style of expression that researchers use to define the
intellectual boundaries of their disciplines and their areas of expertise. From a socio-cultural
standpoint, Bakhtin, (1986) discusses writing in general as a social practice that enables individual
thoughts (the utterance) for shared communication. In addition, writing in this context takes the
form of a dialogue, either responding to others or expressing viewpoints. In the same way just as
a speaker responds to an audience while proposing ideas, the writer anticipates an audience who
either responds to or express a view within-the-eontext of communication. The written piece is,
therefore, a discussion between an-imaginary-audience and the writer and though the response
might not be immediate, there is a-shared understanding.amongst those who will read the piece.
Bakhtin, (1986) refers to this practice as/a ‘dialogic’ process in which readers and writers
communicate, by either informing or responding or resolving or exposing issues. It might,
therefore, be impossible for the writer to write alone if there is no audience to respond and stimulate
the writing process. | hasten to-suggest that-writing in'this study signposts new student to a
conversation which these students as'the audience are positioned to respond to immediately or
with time. That is to say, academic writing becomes an intellectual trademark, which describes
writers’ (students) outlooks for interaction or creativity within and sometimes outside the

academia.

In light of the above-stated issues, proponents of academic literacy as a social practice
problematize views that front cognitive skills to develop students’ writing. While somehow
acknowledging the relevance of cognitive skills, context, as well as the cultural and social life of
the students, are perceived to be crucial during constructive writing (Harste, 2003; Luke, 1991, p.
131; Street, 2004). By the same token, Lillis & McKinney, (2013) maintain that entry-level
students need to develop transformative creativity in writing. It seems to me that, the importance
of creativity in this context is pertinent for novice students to appropriate what is learned and

engage with other scholars. It could also be said that the role of the lecturers or tutors to assist
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students to succeed and achieve throughput is invaluable in a rapidly changing twenty-first-century
academia. This in the face of the fluctuating kind of knowledge across disciplines, complexly
rooted in the vocabulary of different disciplines as well as the cultures of intellectual communities
(Hyland, 2002; Hyland & Jiang, 2017; Ahearn, 2001; Lillis & Scott, 2007). Although some
IsiXhosa and Afrikaans students might not be aware of the embedded vocabulary of disciplines as

a valued language to complete assignments.

It can be seen from the above analysis that, the status of additional language students in university
literacy is arguably not only challenged by a shift in language but mostly by the context which
requires views to be espoused in academic writing as membership to that discourse (Hyland, 2008).
Despite these conflicting arguments against the subtle trajectory of a centripetal harmony in
academic writing, its (academic writing) popularity remain high as the best assessment tool for
success and through-put in academia. According to Lillis, (2003b), a centripetal harmony signified
in academic writing when applied across diseiptines is problematic. A view which highlights the
hybridity that might take place ‘in“the process-of-knowing and constructing meaning when some
additional language students see the new knowledge-of the discipline (Lillis, 2003a). It might
therefore not be suppressing that these students’ writing in the form of answers to assignments
show complexities as visible efforts to express views in concise writing (Sperling, Appleman,
Gilyard, & Freedman, 2011).

My study, therefore, highlights these: complexities ‘as well ‘as some ways in which the said
difficulties have attracted contrary views or controversies on voice expression in academic writing.
From what | have reviewed, being insensitive to the above student challenges conflicts some
scholar’s concerns of a language naivety that lurks mostly in additional language students
(Sivasubramaniam, 2009 in Nunn & Adamson, 2009). Notably mostly because these students
naively ignore the power of language as the facilitator of voice construction in academic writing.
Worth mentioning here is a degree of congruence in two scholars that, some additional language
students might not only lack appropriate language, but also an awareness of academic writing as a
dialogue which subtly requires them as students to either defy or align with others’ views in
reconstructed voices (Sivasubramaniam, 2015; Tardy, 2012). In my view aligning to the discussion
could be problematic for some students who might be challenged by the vocabulary of the

discipline that requires a response in concise writing.
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Needless to state that definitions of academic writing like that of Hartley, (2008) address all
intellectuals’ rationales, the generalisation might not sit well with diverse intellectuals (students)
as those | have noted above. Owing to the above, Lillis and Tuck, (2016) echo the need for a plural
form of ‘academic literacies’ within higher education that see writing as a practice that is
influenced by students’ linguistic backgrounds, cultures and other semiotic systems. For instance,
a socio-cultural perspective that displays diverse students’ lived experiences (writing) in ways that
accommodate inclusivity and diversity of the student population in most universities (Coffin &
Donohue, 2012; Lillis & Scott, 2007) is visible in South African context. In the context of this
study, a centrifugal understanding of writing as a tool that empowers students with language to
link their personal reflections is important (Bakhtin, 1986). Applicable writing that shows
students’ awareness of complex concepts in the formal, structured text of disciplines; yet through
the same writing process, these students’ awareness on issues around them is improved through
this hybrid (Nunn & Adamson, 2009b). As regards my African context this might only be made
possible through previous language choices-and-common ideas these students regularly engage

with for response to assignments (Van-Schatkwyk;-2007).

I am aware that while the discussion in the preceding paragraph on academic writing expresses the
need for a plural understanding of literacies, research on teaching aspects of writing like; required
vocabulary, voice and subjectivity in most academic development programs mostly ignore diverse
students’ previous experiences, cultures and linguistics. It is‘interesting to note that, Hirvela &
Belcher, (2001) problematize so-called suitable views of /defining and teaching voice when it
comes to additional language students’ scripts. | would say it is a view that clearly highlights
tensions additional language students could experience if required to express written voices that
are mostly built on theories of western epistemology or language acquisition.

My study builds on the current rationales of voice being explored, taught, and demonstrated in
academic writing courses. Another point is the tensions in current academic practices on the
evaluation of voice in additional language students’ writing. What is more intriguing is the
proposition of a plurality of socially constructed knowledge (Sivasubramaniam, 2015). By the
way, Lantolf & Poehner, (2008) highlights the diverse nature of language and show how it is
impossible for different scholars to use language in the same way. An Illustration which could
resonate with views that daily knowledge develops critical thinking in most students (Lillis,

2003a). That is to say, constructively language in academic writing is both a resource and a tool
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for scholars (Bakhtin, 1986). For instance, the mathematical concept of addition and subtraction,
subtly plays out regularly in most students’ daily lives without these students thinking of the

subject mathematics.

Furthermore, as | indicated previously, language application display differences where diverse
disciplines value terminology that best explains the content for clear meaning construction.
Therefore, | would say that, although students are required to express views in academic writing,
these views are to be crafted in language that is applicable to the specific issue discussed in context.
This is to suggest that, the aforementioned application process possibly displays voice and
subjectivity in academic writing as fluid constructs impossible to classify within linguistic
parameters (Bakhtin, 1986). In that case, it could be argued that, comprehension of content that
builds upon daily knowledge could be relevant for some additional language students to interpret
content meaning. Although this interpretation could be flawed, objective thinking might on the
other hand compel some students to reproduce certain contents in an attempt to concise ideas in
writing, with repercussions like a denied voice-or-tittle seif-growth (Sivasubramaniam, 2009 Nunn
& Adamson, 2009).

With reference to additional language students, subjectivity in academic writing ought to show
students’ understanding of concepts in each context as a personalization of knowledge which needs
expansion. In addition to what | have sighted above, Lillis, & Tuck, (2016) also discuss limitations
in approaches that view literacy as a unitary skill that could easily be transferred from an expected
perfect context to an assumed uninformed context as in additional language students. Of interest
here is the point that academic writing requires students to make shifts that contain various
developments in their disciplines, yet equally constructing knowledge through answers of
assignments submitted to lecturers and tutors (Clarence & McKenna, 2017). This proposes the
premise of academic writing as being reliant on the epistemology of the discipline, assignment, or
the course; as opposed to the individual cognitive ability of the student. A further indication of this
is that meaning-making could also be altered in each context if need be to fulfil different desires.
| hasten to state that academic writing in my study is also a platform for me to express how I

comprehend and expand my students’ opinion.

With the above arguments in mind, the rationale of a constructivist view of academic writing as a

social experience, in my study, foregrounds written assignments as spaces in which students share
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solitary experiences of issues that really make sense in their daily lives (Kamler, 2001). This is to
suggest that, whenever students engage in written assignments, they both analyse and translate
discipline knowledge (using language) into imaginary conversations with teachers as the audience.
In my view this conversation process manifests the natural subjective normalisation of grammar
that fulfils a function, meaning as well as structure. Provided that students are scaffolded to
comprehend the language of the discipline in conceptual frames which could facilitate
comprehension as well as the construction of meaning. It seems to me that, though traditional
skilled and socialisation approaches to academic writing have contributed to writing, these
traditional approaches have fallen short of equipping novice students with relevant tools for voice
construction in academic writing. | based this on the arguments that most of these traditional
approaches theorise on student’s individual ability to construct voice on paper (Sivasubramaniam,
2015). As far as | am concerned, sociocultural views of voice, agency and inter-subjectivity in
academic writing centred in my study allow a multiple understanding of competence in academic
writing as opposed to a central understanding (Foncha, Sivasubramaniam, Adamson, & Nunn,
2016; Lantolf, & Poehner, 2008).-If cheered-such-thoughtfulness nurtures academic writing as an
inclusive tool that emancipates-and gives-a sense-of self-worth in a diverse intellectual

conversation.

2.3 Perceptions of \Voice and Subjectivity in Academic Writing
2.3.1 Voice as a sense of self/subject-position in academic writing
In this section, | wish to present'voice and subjectivity in‘academic writing as a representation of
students’ self or identity in the context of writing (lvanic, 1997). This will be done through analysis
of traditional, equally constructivists views of voice in academic writing. Traditional paradigms
see writing as a rule-following a practice that does not value voice (Elbow, 2007). In such
paradigms, it is believed that a writer needs to objectively remove him/herself from the written
piece (Hyland, 2002). In contrast to the above conception, constructivist views value voice in
academic writing as a comprehensive tool that could assist new students to alter their identities
and accommodate alternative forms of identities useable in academic completion and life (lvanic,
1997). I here allude to three scholars concerns of ignored personal experiences in the evaluation
of some additional language students’ written pieces in the aforementioned traditional approaches.
Neglect which could be detrimental to some novice students and disrupt these students' capability
to interpret the text for meaningful voice construction in academic writing (Elbow, 2007; Hyland,

2003; Shaw, 2010). That is why in such traditional views, novice students (who are mostly from
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diverse backgrounds) are required to leave their old beliefs at the gate on entry into universities

and assimilate new habits.

Nevertheless, contrary to these technical expectations for students to ‘leave their qualities at the
door’ and take on technical skills in academic writing, there seems to be some degree of
congruence in modern research on views that, people understand the world through language
which is multifaceted, technical and diverse (Clarence & McKenna, 2017; Hyland, 2002, p. 351,
Shaw, 2010; Stock & Eik-Nes, 2016b). To my mind, this argument tells an assimilated modern
perspective of logic, in which Ivanic (1997) cites subjectivity as a complex socially constructed
identity that requires students to take on multiple selves in academic contexts. Drawing on the
concept of multiple selves in a socio-cultural sense, my study supports perceptions that learning
and actively engaging in new knowledge through an additional language involves both altering

one’s sense of self and creating new identities (Lantolf & Poehner, 2008; Leiman, 2002).

It should be noted that, in discussing-issues-of-identity-and writing in general, Ivanic (1997)
carefully selects vocabulary that-will-voice her-multiple-self-hoods as a writer. She further
confesses writers’ self in writing to be socially constructed with the writer silently beckoned by
the context or the language to develop flexible complex positioning. Indeed, according to lvanic,
(1997), there is a socially rooted self which every writer brings into any writing process (academic
writing inclusive), that instead of disappearing, ‘slowly ‘develops and amalgamates with other
voices in the discipline (“Autobiographical self™; p."24). In fact, Ivanic (1997) argues that the
above-mentioned identity influences the ideas (voice) writers construct on paper, indirectly

creating an ‘impression’ about the writer to anyone who reads the piece (“Discoursal self”, p. 25).

While Hyland, (2002, p.352) seem to resonate the above view, he cites writing in universities as
sites of creating intellectual identities. At the same time, Hyland, (2002) argues that additional
language students could face challenges in an attempt to show subjectivity in academic writing
due to the influence of their social rhetoric. That is to suggest that, academic writing subtly
encloses sensible academic identities that the novice additional language student is required to
practice on assignments responses. Supposed, additional language students fail to orient thinking
in writing that represents students’ suitability in the course of assignment responses, success could
be delayed. Along with these arguments, this study echoes a centrifugal view of language in the

interpretation of context and meaning in academic writing (Bakhtin, 1981). This is because, though
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not writing from an additional language context, Ivanic’s, (1997) ‘autobiographical-self’ is
arguably a major role player that amalgamates other voices in discursive writing (‘Discoursal
self’). In the academic context, therefore, the “Discoursal self” is then subtly functioning as the
basis on which written ideas are assessed by the reader (educators or peers) (lvanic, 1997). It seems
to me that additional language students could be victims of their own ignorance in an attempt to

construct voice in academic writing.

In view of the above discussion, | infuse the notion of voice propounded originally by Vygotsky,
(1986) as an inner speech on paper, and Bakhtin, (1986) as the utterance. Currently, the genesis of
voice in writing is broadly seen as the way writers show their uniqueness as intellectuals through
thinking and communicating, primarily on paper. This suggests that, when individuals speak, they
normally address an audience within a context, which indicates a connection between what they
think and what they say, as a link of thoughts and speech processes (Vygotsky, 1986). Similarly,
in writing, whatever is placed on the paper is-tinked.to student thinking and the audience that will
read the text (Shaw, 2010). In this ight,-the-actuality of both speaking and writing as situated
communicative practices with a.common purpose. of active participation in a conversation are

alike.

According to Shaw, (2010) voice is expressed between what VVygotsky, (1986) refers to as an inner
speech and verbal thought placed'on paper by writers (students) as ideas for a shared reading
community. As previously cited above, this, cancept'of voice in writing is viewed as a writer’s
presence on a page. However, most sociocultural scholars elucidate this presence on the page as
the impression that the audience (reader, lecturer, peers) will gain of the writer (Boughey, 2008b;
Hyland, 2002; Ivanic, 1997; Ivani¢ & Camps, 2001). An impression which might not sit well when
it comes to additional language students. Besides this, Ivanic, & Camps, (2001) further signpost
writing as a skill that does not overtly express the phonetic and prosodic qualities of speech, which
then makes constructing written voice challenging especially for multilingual students. This is
because academic writing is a scholarly dialogue to produce knowledge within a range of
disciplines (Boughey, 2007, 2008b; Sheik, 2011; Van Schalkwyk, 2007).

Likewise, Foncha, Sivasubramaniam, Adamson, & Nunn, (2016) concur with the above views
with arguments on the importance of intercultural awareness of English language during writing

by English additional language students. Seeing that, I am not excluded from the above-mentioned
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intercultural awareness, my study highlights the complex link between language and issues of
identity in some diverse students’ construction of written thoughts. It is popularly believed that,
the naivety of intercultural awareness of English as the language of learning influences the way
additional language students construct ideas in academic writing (Candarli et al., 2015; Foncha,
Sivasubramaniam, Adamson & Nunn, 2016; Hyland, 2013; Van Heerden & Kerfoot, 2015).

My arguments in this study, therefore, resonate with those scholars’ concerns of an ignored link in
language and identity that could influence written ideas in multilingual contexts like that of South
Africa. Some scholars indicate a possible mismatch due to comprehension challenges and naivety
of intercultural awareness of English as the language of learning (Van Heerden & Kerfoot, 2015).
Other scholars perceive this mismatch as a subtle challenge to the putative mechanical acquisition
of skills applicable in intercultural competence for engagement with other voices in the intellectual
community (Foncha, Sivasubramaniam, Adamson & Nunn, 2016, p. 3). It strikes me that, in spite
of the diverse student's population in contexts-like mine, issues of assessment on additional
language students’ construction ‘of voice and-subjectivity tn-academic writing still does not capture
the much-needed attention (Hibbert, 2011b; Klapwijk & Van-der Walt, 2016; Sheik, 2011). Owing
to the above arguments, my study foregrounds the multilingual context of South Africa and the
need to develop student’s voices in literacies that reflect the linguistic diversity and social change
of the twenty-first century. In order that views as those quoted in Vygotsky, (2012, p. 266),

necessitate, ‘new paths from thought to word leading through new meanings must be cut’.

In order to further expand the above-voiced view, Ivanic & Camps, (2001) refer to identify markers
in writing that shrewdly reveal issues of self in which students as writers live. This suggests that
the same way speech carries identity makers that reveal the identity of an individual from spoken
voice; writers, notably additional language students also carry identity makers through vocabulary,
style, structure and conceptualisation of arguments in academic writing (Ivanic & Camps, 2001).
This likening of speech to the writing process previously cited above in my study seems to be an
indication of the importance of awareness of context as well as the audience when responding to
assignments by students. For instance, in response to assignments, students’ writing role plays the
first impression a lecturer; tutor or facilitator will have of the particular student. In the same way,
an interviewee makes an impression with his or dressing immediately they enter a room (lvanic &
Camps, 2001). In this connection, I liken additional language students in my study, and the manner

in which these students mostly voice written ideas as a representation of themselves; contrary to
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required repositioning which gradually permits them to write in established ways of the discipline
and academia. From an emotional perception, academic writing could be unfeasible for some
additional language students in their first years of university. Unless these students are encouraged
through scaffolds and motivations for the students to start thinking constructively, success and
throughput could be deferred (Lantolf, & Poehner, 2008).

In light of the above-mentioned position, Ivanic, (1997) alludes to a complex socially constructed
identity that requires students to take on multiple selves in the academic context they are placed
(subjectivity). This identity could initially further muddle some students’ effective authority in the
writing process. Due to some common assertions of the intellectual community mimicking the
greater society for the fulfilment of its members’ desires through responsiveness for mutual
easiness (Bakhtin, 1981). It should be noted that novice students on entering into universities are
believed to assimilate intellectual social codes populated with historical selves for academic
functions (Prior, 2001). Apart from this, activities. and desires are communicated and realised
through reading, listening, speaking and-writing-as-vital-fanguage skills that enhance students for
success. As a rule, academic writing.in-this-context does.not-allow the student to choose roles or
merely represent themselves. On the contrary, students are expected to take on or given fresh
proactive practices that are sometimes alien to these students’ previous experiences. Even though,
those vital language skills established to enhance students” success sometimes function as
exclusion tools to some students-who'are not-aware of the shift in identity. Interestingly enough
the collective intellectual voices of the:university inevitably yet organically reposition the novice
students, including additional language students, into their new selves of discursive discourse

(Foncha, Sivasubramaniam, Adamson & Nunn, 2016).

In keeping with the above-mentioned points, Vygotsky, (1986) ’s inner speech (voice) mutely
bears multiple functions where uttered speech or written words responds to an audience, in a
context, during a social activity, yet the speech is regulatory in nature due to context and the
audience. Yet again, inner speech, as the written piece expresses the writers’ cognitive awareness
of appropriate response or initiated ideas to hold on the conversation for self-fulfilment (Shaw,
2010). Thus, according to constructivist language philosophies, inner speech arguably develops in
a child’s neuro-system. Organically activated by particular areas in the brain and initiated by the
senses of sight, feelings and eventually speech (linguistics). This view to me seems to contrasts

with the traditional language philosophies which view language as an intellectual activity that can
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only be taught to children to stimulate the expression of ideas. As argued in this study, consensus
might not be evident on the impact of inner speech on the individuals. Yet, like Vygotsky, (1986),
Bakhtin, (1986) identifies context, language and social audience as a determinant of what is spoken
or written by different individuals. Essentially, academic writing places new students within the
required intellectual status as the student starts sounding scholarly through writing that questions
and critique other’s views. In my view as an insider investigator, this form of writing is sometimes

challenging to students who speak and write English as an additional language.

To support the above views, current research in literacy as a social practice cultivates an active
student population as opposed to a population that is only capable of passive reproduction of the
ideas. Likewise, as a speaker with a responsive expectation, the language in the practical sense
eases the link between personal ideas and learnt concepts for validated intellectual expansion
(Bakhtin, 1986). This is to suggest that, students’ subjective interpretation of the assignment
question is also very important since engaging in-an.answer means participation in a discussion or
responding to dialogue. My study-inclhines-towards-theseviews with the intention to promote new
ways of interpreting and constructing knowledge through the use of language that empowers each

student.

Though the concept of knowing seemed entrenched in English as a language of teaching in higher
educational contexts, the genealogy of voice in-students™ writing dates back seven decades, from
the 1960s with perceptions on voice construction altering constantly in academic research and
teachings (Elbow, 2007). Thus, from assertions of voice as a representation of self in writing to an
amalgamation or socially constructed cultures individuals assumed in new subject positions of
being literate; writing to expressivity theorist is crucial in renovating students’ construction of
multiple meanings. Renovation in this view is observed from the writer’s sense of self, established
in the students ‘written piece (Shaw, 2010). This analysis underpins Bakhtin’s, (1986) ‘utterance’
as an expression of voice. Likewise echoing the utterance as an expression of voice, Elbow, (2007)
correlates spoken words uttered through language to an audience to; written words intentionally
weaved by individuals for an imaginary read audience. Hence, likened to speech, written words
are positioned to the reader as writers’ voices on the page since these words are populated with
concepts as well as personal experiences. This resonates with arguments that the words on the page
are not just random choices to express the students’ viewpoints; rather, the words are permeated

and carefully woven to respond (speak) to clear academic ideas (Hyland, 2008; Prior, 2001). |
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move along these aforementioned views to accentuate that responses in assignments construct the

ways the individual students understand issues in the context of writing and the greater society.

Therefore, contrary to a passive recitation that occurs, for example, during a lyrical presentation
by a student, in the construction of voice in academic writing, students combine physical speech
with inner thought on paper. According to Bakhtin, (1986), the utterance that appears on paper is
always influenced by ‘socio-cultural voices’ and constitutes in the language of communication
(Shaw, 2010, p. 7). For example, students, express views in response to the disciplines’ tasks in
which they are placed. In this context, students are required to draw on other voices within the
discipline and either respond in ways that achieve the purpose of the task or propose ideas to justify
a line of thought (Tardy, 2012). The above response involves the language of the particular
discipline which is inundated with the valued knowledge in context for effective communal
communication and comprehension. Though academic writing in this context values only the
required knowledge expected from the students;-literature elucidates written ideas to be infused
with the students’ emotional views of the-theme-or-topic-of discussion (Bakhtin, 1986). This is
because, even with the social context of the-discipline-motivating the choice of vocabulary and
ideas constructed on the students’ paper, interpersonal functions of awareness are inevitable

(Sivasubramaniam, 2015).

2.3.2 Additional language writing and voice ‘construction
In this section, 1 will discuss the perspectives of voice in the context of additional language writing
and some theoretical insights. Empirical studies that support my argument of a probable influence
of English as a language of communication in the academic writing context will also be discussed.
Bakhtin, (1981) points to an inevitable conflict that emerges in every written thought described as
a centrifugal and centripetal force. This force seems to creep out from an ignored heteroglossia of
both language and voices within a widened intellectual and society in general. This interpretation
denotes that students’ writing responds to academic tasks that do not only provide answers in the
required “formal language’ or required ideas. It could be argued that, instead, written pieces also
actively reveal the languages (heteroglossia or diversity) and cultures of these students’ social
lives, manifested in the choice motivation of vocabulary and reviewed ideas in writing. Hence, the
centrifugal view of language that bears the students’ sense of self somehow erodes in an attempt
to fulfil a centripetal harmonised required academic language in the construction of written

thoughts.
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Upholding a socio-cultural perspective, Boughey, (2008a) observes how language and the social
context of a university in South Africa conflicts with the languages and cultures of some additional
language and differently cultured students. Problematizing, the written texts entry-level additional
language students are given to read and analyse, Boughey, (2008a) demonstrates language and
knowledge constituted in written text as a factor that could influence the way differently cultured
students engage with the written text. In the context of this study, issues of voice in the academic
writing of additional language necessitate constant probing amidst current debates of
transformation in higher education, notably in the African context with mostly second or even third
language students. Thus, the concepts of voice, agency, and inter-subjectivity is mostly argued to
be fluid due to the unquantifiable nature of the human mind (Sivasubramaniam, 2015). A fluidity
that could influence the way different individuals use language to express thoughts.

Like the above, Krashen’s, (1982) theory of Second Language Acquisition, enlighten researchers
on different factors that could influence an-individual-fearning an additional language. Indicating
an implicit and explicit link when it comes to-the acquisition-of a second language Krashen, (1982)
argues that, man is to an extent a natural language acquisition device (LAD). But for individuals
to be fully functional in any language of usage students need holistic support in the form of
effective scaffolds that will function as language acquisition supports (LAS). Likewise, the natural
input to adapt and accommodate learning new actions that'include languages need to be developed
in students through motivation which: is sometimes challenged by students’ attitudes towards
learning an additional language. Yet, a degree of consent reveals acquisition as an implicit process
and learning on the other hand as mostly an explicit process, thus difficult for researchers to be
insensitive on issues of articulated views in an additional language student. In the same vein
Lantolf & Poehner, (2008) echo a Bakhtinian notion of voice as a personal construction of identity
and argue that words are infused with feelings, emotions and aspects of identities. In the context
of this study, it could be argued that acquiring and learning a second language could be challenging
to students if the atmosphere or classroom environment seems to be of no value to the students
(Van Schalkwyk, 2007). Worst still constructing voice in academic writing in ways that shows

subjectivity of required intellectual concepts.

Writing in a South African context, Boughey, (2008a) expresses additional language students’

frustrations in an attempt to express what these students comprehend in written English. The
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frustration is exacerbated when these students draw from their experiences and give conflicting
analyses to the views expressed by the author in the text these students need to analyse. This
illustration indicates that, when additional language students write in English as an additional
language, these students do not only require knowledge of the language. On the contrary, these
students need to consciously adopt and accommodate English in the context of writing for
comprehension and effective construction of ideas. Hence, | uphold arguments that in the context
of academic writing expressing what students think inside on paper could be daunting to students
who are not fluent in the English language (Mgqwashu, 2008).

In view of the above-mentioned thoughts, voice issues in students’ writing especially multilingual
students remain a challenge due to the complex nature of the silent voice that requires the right
vocabulary for audibility on the page. More challenging is the fact that speaking and writing takes
place between two or more interlocutors; situated within social contexts; with communicative
intents such as discussing or partaking. | hastento-add that speaking and writing require some form
of voice to intention, with speech generatly-viewed-as-internal with an audible voice, while writing,
on the other hand, is external with.a silent-complex voice,-cocooned in linguistic complexities
(Bakhtin, 1986; Elbow, 2007; Vygotsky, 1986). These and the previously discussed arguments
above, make academic writing challenging primarily to 'additional language students. This
challenge is besides writing’s inherent role in the success and throughput of students in their
academic literacy development. Thus, the ongoing research is useful to highlight debates on issues

of voice in additional language students especially-in the multilingual context of this study.

In view of the above-discussed points what is largely ignored in the African voice is the influence
of the context by cultures of story-telling and orality. Meanwhile, South Africa is no exception to
my study. There appears to be congruence in the view of more than three scholars that, oral fluency
might not necessarily translate into or equate to written accuracy in academic tasks. Reasons being
that, the written voice requires a meta-language and apt linguistic choices for sense-making in the
discourse of academia (Boughey, 2008a; Gonye et al., 2012; Mggwashu, 2008). With this in mind,
most academic literature in South Africa indicates concerns on additional language students’
understanding of academic discourse and these students’ engagement with their own text and that
of other scholars or writers (Archer, 2007; Van Dyk, 2005; Mgqgwashu, 2011; Shalem, Dison,
Gennrich, & Nkambule, 2013). Due to the multilingual settings of South African universities, most

arguments point to explicit scaffolds to students on the relevance of reading, as well as spoken
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knowledge as probable resources for suitable vocabulary to construct ideas in written tasks. By the
same token, | resent a central understanding of competence for a more flexible understanding in
order for academic writing to be effective as an expression of the aforementioned students’ voices
(Nunn & Adamson, 2009a).

In the same vein, contemporary writers problematize evaluation on additional language students’
writing that does not recognise these students’ values with concerns of classroom practices that
either disrupts some students’ sense of self or fail to develop voice construction (Sperling et al.,
2011). Boughey, (2008a) discusses a South African situation in which some students evaluate a
text that is supposed to appraise Desmond Tutu as a Nobel Peace Prize winner. Differing, a student
evaluates the Bishop, a renowned and respected Church Minister in South Africa as being greedy.
In this case, the naivety of context and the social-cultural voice of this student should not be
ignored by the lecturer when assessing this task since there is no background knowledge or extra-
textual identity of the author in the text that signposts the student on the interpretations or assessing
of these texts (Sperling et al., 2011; Tardy,-2012).-Moreover, the student shows no awareness of
context thus, language is straightforward. with a-possible-interpretation of meaning from the
students’ daily knowledge. This interpretation draws from lives’ beliefs and conflicts with that of
an academic context. Conversely, academic references require empirical evidence to substantiate
standpoints. I, therefore, articulate the need for a holistic scaffold of linguistic and culture of
disciplines for new students to-effectively ‘reposition in roles that require understanding and

knowledge construction in academic writing.

With the above in mind, unlike the familiar oral intrinsic communicative competence, most of the
above-mentioned additional language students are usually conversant with, concise writing (voice)
for discursive membership in academic tasks is flawed (Boughey, 2008). Ensuing, the context of
my study relates to diverse South African students, especially first language IsiXhosa and
Afrikaans students mostly from disadvantaged backgrounds of schooling. Previous studies done
in this context have expressed concerns on these students’ comprehension of subject matter in
English (Mggwashu, 2008). In addition to this, shaping ideas or responses in the concise writing
stated above is a vague puzzle for some new students. Needless to indicate that most evaluation
on the scripts of most of these additional language students shows no awareness of these students
struggles or formation of new selves (voices). Thus, this study celebrates and echoes a feasible

academic literacy approach to academic writing that substantiates the “cultural diversity in South
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Africa to foreground a need for the acquisition of intercultural communicative competence”
(Foncha, Sivasubramaniam, Adamson, & Nunn, 2016, p. 32). In that case, voice, agency, inter-
subjectivity in academic writing is congruent to the context, cultures as well as linguistics of the
South African students in their statuses as speakers of English as an additional language; thus,
nurturing a sense of self-worth (Clarence & McKenna, 2017; Lillis, & Tuck, 2016; Papashane &
Hlalele, 2014). On the whole, relating the fluidity of the concepts of voice and subjectivity and

language in academic writing.

In light of the above discussions, socio-cultural theorists maintain a subjective view of voice and
subjectivity in academic writing over an objective view. This is in the conviction that, written
thoughts are always infused with subjective, emotional and evaluative language made possible by
lexical, morphological and syntactic features (Bakhtin, 1986). In the context of my study, as a
social science student exploring issues of voice and subjectivity in the academic writings of
English additional language students, | believe that.my efforts to establish authority, creativity and
logical arguments is invaluable'to-my study--As-suech,-my-voice as a researcher is integral to the
conversation that | am a part of. Thus, |-centre-myself as-aninsider additional language investigator
with required metacognitive thinking skills of relacating read knowledge for contextual arguments
(Kamler, 2003; Tardy, 2012).

Needless to point out the role of languages: in-my: study, my voice is constituted in the language
constructed in this study. Built on the thoughts of ether schalars who previously articulated issues
of voice and subjectivity in the academic writing of English additional language students (Bakhtin,
1986; Canagarajah, 2015; Hirvela & Belcher, 2001; Ken Hyland, 2008; Murphey, Fallout, Elwood,
& Hood, 2009; Riyanti, 2015; Shaw, 2010; Spivak, 1988; Tardy, 2012; Vygotsky, 1986). My
reflections are therefore relevant in evaluating, as well as analysing my lived experiences in
addressing my research questions (Foncha & Sivasubramaniam, 2014; Sivasubramaniam, 2015).
Although my thinking is enhanced and widened by the views of previous scholars, theories, and
interpretations from cohorts, | want the reader to find it interesting to engage with responsive
arguments for an ongoing intellectual conversation and not just a frozen or sterile written piece
(Hyland & Jiang, 2017).
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2.3.3 Voice as agency/power/authority in academic writing
In this section, I will discuss some theoretical insights on voice as agency, power or authority in
academic writing and its relevance to my study. This will be elaborated by some empirical
literature. Social cognitive theorists perceive agency as the development of humans through
conscious cognitive control over their lives and decisions within their social context. As such, the
human mind is capable of generating, reflecting and being proactive for conscious actions
(Bandura, 2001). This view opposes the positivist view of the agency where man only reacts to
situations but has no power to generate any situations that could effect change in their environment
and life. However, conscientious theorists criticise the positivist banking model for recycling
knowledge that makes no valuable change to both learners and their environment (Paolo Freire,
2018). Hence a foreground of the agency as a developmental tool in current language and literacy,
where students are enabled to create signs that will direct their behaviour to mentally interpret and
alter their positions becomes a non-negotiable necessity (Sivasubramaniam, 2015). These views
resonate with my arguments on the crucial-role-of academic writing as a canvas that grows
students’ thoughts as actions which inform,persuade-and declare powerful ideas that could

influence both the student and the-life of others.

In relation to power, Bakhtin, (1981) profiles the power of a single literary language on diverse
individuals and the suffocating effect these consecrated languages manifests over other varieties
(heteroglossia) of languages. Bakhtin’s theory advocates'a movement away from the centripetal
understanding of language to a'centrifugal understanding that acknowledges the diversity of
languages as well as the users of the languages. My study echoes the above view supported by
arguments that the diverse nature of language makes it impossible to be used in a unified manner.
In addition, studies show that individuals relate differently to issues with identity also constructed
differently in any given discussion (Foncha, Sivasubramaniam, Adamson & Nunn, 2016). Thus,
generally, language involves the history, cultures, values and worldviews of different individuals
in various communities. As such, literature indicates the language constructed in the process of
academic writing to mostly function as an instrument. | somewhat add that language either
authorizes the students to consciously engage and interact in a discussion or quietly exclude the
student through inappropriate language or irrelevant views (Murphey, Fallout, Elwood, & Hood,
2009). Likewise, achieving a rhetorical awareness in the academic writing of additional language
students necessitates an expressing of thoughts in a medium that allows these students to have the

most effective power.

42



The above-mentioned points lead me to discuss authority in academic writing. It is complex for it
is inextricably linked with the rules and conventions of academic disciplines amidst curriculum
and language policies (Hyland, 2008). More than one writer articulates the academic convention
of acknowledging all sources of information in academic writing through referencing that evade
plagiarism or academic theft displays some controversies especially on the issues of voice in
additional language students (Boughey, 2008a; Canagarajah, 2015; Gamache, 2002; Prior, 2001,
Wingate, 2007). In relation to language, Bakhtin (1986) again argues that, though the voice is
constituted in language, the writer’s thinking is mostly shaped by the context, with thoughts
building on the thoughts of previous scholars. For even if the student as a writer uses vocabulary
to construct what she/he comprehends, these views are established in historical concepts of the
discipline indexing what the student is studying for expansion in the ongoing discourse. This study
highlights the concealed value of printed texts as prompts to somehow signpost novice students
on required concepts and conventions. This.is-because the assessment of some additional language
students’ response might misjudge some-of these-students™ views. Likewise, two people perceive
understanding as problematic in-the context of-answers to. assignments. For example, some
students seem to be naive of applicable language that could enable them a question, challenge and

alter views that they as students do not approve of (Prior, 2001; Sivasubramaniam, 2015).

Drawing on Bakhtin (1986), the language employed by ‘students is indicative of their voice and
subjectivity in academic writing because it constitutes. thoughts that are infused with subjective
emotional evaluative language made possible by lexical morphological and syntactic features.
Thus, it can be argued that academic writing is never devoid of voice and is not just a
reconstruction of technical skills of reading and writing. On the contrary, a South African context
reveals written thoughts to be absorbed with social practices, culture and histories plus new voices
foreign to novice students’ daily subjective lives (Boughey, 2008a; Clarence & McKenna, 2017,
Mggwashu, 2011; Papashane & Hlalele, 2014; Sheik, 2011). Consequently, written thoughts are
thus responsive to past linguistic experiences and context of learners. For these reasons, written
thoughts require pedagogical and innovative scaffolds so that students are able to effectively
reconstruct institutional and linguistic practices. According to some scholars when nurtured,
students learn to write and just like birds in the nest, naturally express other scholars’ thoughts in
an informed voice that contributes to academic conversations (Chokwe, 2015; Kamler, 2001;

Sivasubramaniam, 2015; Zhao, 2013; Zhao, 2017). Thus, students’ responses to assignments or
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research papers should not mould them into passive recipients of knowledge; rather, responses

should be indicative as authority to actively grow a dialogue.

It is a well-known view that the global premise of academic writing as a social practice is
problematic in the African continental level in both linguistic and epistemology (Mgqwashu,
2008). Reason for that being is most African educational curriculum is rooted in western
epistemology. Equally, most of the concepts and theories are based on linguistics and contexts that
might seem related but not fully display the African socio-economic and socio-political context
(Lillis & Scott, 2007). This might suggest a knothole into issues of culture, race, gender, linguistic
and orality, which might influence written voice in some African students (Brammer, 2002).
Interesting enough is the argument that even where there are oral creativity and fluency, it is not
certain that these will necessarily translate into or equate to written precisions (Gonye, Mareva,
Dudu, & Sibanda, 2012). Reasons again being that, oral fluency is mostly narrowed to a target
audience, moderated and facilitated by cues-of-oral communication (reader response); while
written voices entail not only"a meta-tanguage,-but also-a meta-cognitive thinking skill of
coherence for sense-making (Brammer, 2002). Further to-this, some students, in the African
context are sometimes unaware of the situated writing that crafts language to evaluate and inquire
other scholars as discussed opinians in scholarly culture (Lillis, 2003). The South African context

of my study mostly indicative of the above mention challenges.

Focusing on orality and literacy. Ong, (2013) displays an intellectual link in thoughts and verbal
expression observable in oral culture though not clearly theorised in modern notions of literacy.
Likewise, Vygotsky (2012, p. 87) construes a child’s realisation of the naming of objects as an
intellectual awareness raising of a link between thoughts and words (speech). This suggests that
the socio-linguistic impact on each individual especially when expressing thoughts in writing
might not be under looked during the assessment of academic essays. This is because regardless
of the popularly held notion of the primacy of writing in academia, as art that transcends time and
geographical spaces, writing seems to naturally reside in orality as a means of expression. This is
sometimes visible in learners of English as an additional language who are encouraged to read
aloud for imaginative learning. Thus, the relevance of academic writing in literacy context
necessitates holistic scaffolding on additional language students in the South African context, in
order to demolish situational thinking of orality based on belief systems and help these students

emancipate from ignorance (Ong, 2013).
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Furthermore, the literature shows that words as events are not only populated with social thought
but are powered to give awareness to the self through the solitary activities of writing and reading
inherent in speech (texts). This is to suggest that, if the students are not aware of the honed power
of the word, writing is flawed. Even so, three scholars think alike in that, readers whose customs
and experiences for formal discourse are governed by inflexible oral mind-set could interact
differently with text than readers whose sense of style is essentially textual (Boughey, 2008b;
Brammer, 2002; Ong, 2013). Thus, in the context of academia, though the skill of academic writing
seems to isolate the students, it ultimately authorises the student to link the natural act of orality
that unifies societies, thus strengthening a sense of self for an informed response. In this regard,
the effortless recreation of written thoughts by additional language students will then be based on
the holistic and diligent scaffolds previously alluded to, and equally, linguistics that will enable
these students’ success and throughput in academia (Bakhtin, 1986; Boughey, 2008).

To further illustrate the above-mentioned-points;-Arhin, (2014) describes the effect of Akan, a
Ghanaian first language on undergraduate English-.additional language (EAL) students’
construction of voice in academic writing. The study revealed that these students drew on historical
and oral cultural experiences to understand new discourse associated with academic writing. Even
though these students were inducted into an American-oriented Academic Literacy Courses to
improve their English for Academic Language writing skills, evidence of their orality as a social
practice was still obvious in theirwritten assignments! This foregrounds the importance of student
identity, voice and plurality of literacy as a social practice. Ignoring these muted voices could
create unequal power relations and undervalue the ways in which these additional language
students view and participate in the world and the communities to which they belong
(Sivasubramaniam, 2015). Indicative of another point that, while other disciplines lessen the
subjective self to highlight the issues under study, social sciences featured in the context of this
study project a personal voice in writing that authorises a sense of self that powers agency. Thus,
expression of personal culture in some additional language students’ arguments, as that of the
African context is an indication of pride in their social values of respect. This can be seen as a
prominent aspect in assignments even where there is a need for these students to free themselves
from situational thinking and show their awareness of academic language. Deliberate avoidance
of personal pronouns even in relevant instances to reinforce personal understanding reveals the

fluidity of the concepts of voice and subjectivity.
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In light of the above-stated reasons it is mostly argued that successful voice construction in the
academic writing of additional language students is commonly built on linguistic choices of
disciplines and the cultural experiences these students draw on; and not simply on the context
meaning or read texts (Hyland, 2002; 2008). I, therefore, line up in this study with some additional
language students in the South African context in my efforts to successfully voice as well as
ascertain thoughts on issues of voice in a multilingual context (Boughey, 2012a; Masri, 2015).
While research is ongoing on the concepts of voice and subjectivity in academic writing of both
first and additional language students, there are more concerns about the influence of these
concepts on practical classroom pedagogies in that; some assignments or academic tasks do not
signpost most novice students’ role in response to conversations. Notably, between the lecturers
or tutors inbuilt in answers of assignments (Tardy, 2012).

The above-mentioned form of personalisation-of-knowledge that uses precise utensils (language)
and injects reflections becomes almost unfeasible-to-some entry-level students who are mostly
naive of the demands of intellectual writing.as-a discussion (Boughey, 2008a; Tardy, 2012).
Although challenges are across first and additional language students’ population, a higher failure
rate is mostly registered amongst first-year additional language students. This uneasy situation
forces most scholars in the South African setting to attribute students’ slow progress, low
throughputs rates; and even dropout rates “mostly to' frustrations that build up from poor
comprehension and poor engagement with 'text, for serviceable voice in academic writing
(Badenhorst, 2012; Boughey, 2008; Carstens, 2011; Lewin & Mawoyo, 2014; Lillis & Scott, 2007;
Mggwashu, 2011; Pineteh, 2014; Van Schakwyk, 2007). My subjective interpretation and
description of issues are imperative. Consequently, some writers argue that the South African
context of voice and subjectivity stands out because of its multilingual student population that
consists of students with historically disadvantaged schooling backgrounds (Archer, 2010; Shalem
et al., 2013; Sheik, 2011).

The literature on issues of voice and subjectivity is worrying (Sperling, Appleman, Gilyard, &
Freedman, 2011) with mostly English additional language students of the above-mentioned
schooling backgrounds seen to display tendencies in writing that opposes theoretical understanding
of voice and subjectivity in academic writing (Boughey, 2008a). Thus, from a diachronic view,

additional language students from disadvantaged backgrounds and schools have been exposed to
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the linguistics of other languages that do not have the same structure as the English language
(Boughey, 2008; Mngwashu, 2007). The complex concepts of voice and subjectivity to students,
who are mostly integrated into personal or narrative writing practices, articulates the written voice
as a myth (Swain, 2007). | somehow interject that the structure of English might not be the bigger
challenge in the context of writing since unfamiliarity of a required knowledge shift could be
overwhelming to some additional language entry-level students, especially in the South African

context of my study.

I am inclined to believe that the transition from high school into university demands a shift in
knowledge and cultures making the expression of written opinions more challenging to additional
language students. The South African educational context reveals the relevance of language in
literacy where language features as key in learners’ academic success from as early as a primary
school (Barnett, 2014; Carstens, 2011; Dornbrack & Dixon, 2014; Janks, 2000). Academic writing
further demands competence in language as.a-means.of communication in most disciplines as well
as the knowledge of concepts which are-mainly-founded on-the vocabulary of these disciplines.
Comprehension of concepts or theories for negotiation and engagement in active discursive writing
rests on the knowledge of these concepts or theories emhedded in the language of tuition (English
in this context). Negotiation and comprehension for meaningful engagement with other scholars’
thoughts could be stressful to some additional Tanguage entry-level students who need to think in
their first language and express ideas on paper inEnglish (Archer, 2010; Boughey, 2010; Van Dyk,
2005; Mngwashu, 2007; Shalem et al.,;-2013).

In light of the above, increasing access into higher education in South Africa authorises
curriculums for enrolled first-year students that could develop and orientate these novice students
in the discourses, conventions and vocabulary of various disciplines (Badenhorst, 2003; Coffin,
Curry, Goodman, & Hewings, 2003; Lillis & Scott, 2007). For example, the academic literacy
course, EDC111, 2016-2017, 2018-2019 is offered in the University of the Western Cape in South
Africa. The program is designed to serve first-year senior face education students in four and five
years of an extended teaching degree. The academic literacy course is intended to assist new
education students in the following: read academic texts; write academic essays; use academic
conventions and language appropriately; display information literacy skills. At the same time is
uses basic technological tools with the expected outcomes of students being able to: understand a

range of metacognitive and discourse-based strategies that will enhance their ability to engage with
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academic reading and writing tasks; develop an awareness of the social, personal, cognitive and
knowledge-building aspects of reading and writing; explore a range of strategies and processes for
improving writing skills which include an ability to identify and make appropriate language
choices at the level of genre, register, global and local coherence relations, modality; create,
interpret and manipulate or transform basic statistical data-table, charts, graphs (EDC111, 2016-
2017).

Challenges are still eminent when it comes to issues of voice in additional language students; for
most of these courses are initiated to develop English additional language students’ vocabulary
and enhance academic writing within disciplines (Klapwijk & Van der Walt, 2016; Lillis, Theresa,
Harrington, Kathy, 2016). In fact, these struggles are noticeable even with the prevalence of the
above-mentioned academic literacy courses, which are meant to develop reading skills that could
nurture voice construction in these additional language students’ writings. It is worth noting that,
though academic development courses might-scaffold students on the vocabulary of the discipline,
these courses might not automaticatty excavate-the-implicit value of creative fluency relevant for
discursive writing in academia. (Janks & Makalela,-2013). Voice in this context might be
impossible to mine gold from the minds of the student with technical quick fixes (Vygotsky, 2012
p. 263). To the contrary; language in this context is a utensil that gives consent for students to

respond and contribute intelligently through the written conversation.

For instance, the language in mystudy embadies the university context as the place of my research;
yet at the same time language is a utensil for me to express my understanding of research and
teaching in academia. Consequently, more than three scholars argue that language in literacy is
complex serving as an instrument of getting knowledge across, and equally embedded with
multiple meanings, implicitly established in the vocabulary and teaching of various disciplines
(Boughey, 2012b; Ryshina-Pankova & Byrnes, 2013a; Sperling, Appleman, Gilyard, & Freedman,
2011). This is to suggest that, new students are not only expected to know what is being taught but
are rather required at some point to value modelled knowledge in reconstructed views. An
awareness of the conventions of the discipline is crucial for reconstructed opinions which require
evidence, theories and vocabulary of disciplines; yet voiced in language that shows comprehension
of issues. Besides, enriched scaffolds are essential for a language to be resourceful for novice
students. Hence, though there is a need for research to link with practice (Boughey, 2012a), the
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South African context remains a challenge in that, researching teachers are mostly postgraduate

students who leave after graduation, making scaffold teaching to be an inconsistent action.

I hasten to suggest that language in literacy courses could influence students’ expression not only
for the fact that, the language is a second language to the students but also because; some writers
have indicated that most additional language students do not use language as resource, which limits
interaction and engagement with these students’ thoughts and those of other scholars (Boughey,
2008a; Sheik, 2011). I, therefore, inject my exploration of the influence of this naivety as
recognition of the multiple meanings embedded in English as a language of expression in my
study. This is because the language allows me to interrogate others’ views on the influence of
English during the construction of voice in academic writing while at the same time helping |
identify my own voice as an additional language speaker of English. Though my evaluations might
be influenced by my subjective interpretations of reading issues, my command of concepts drawn
from the works of (Ivanic & Camps, 2001; Kamiler,.2003; Leibowitz & Mohamed, 2000; Lillis &
Mckinney, 2013; Lillis, 2003) sustain my-concerns-on-the-necessity to use academic writing as a

social practice in multilingual universities.

2.4 Socio-Cultural Views of Voice in Academic Writing
In this section, | will discuss aspects of the socio-cultural theory that underpins my study. This will
explain why a sociocultural standpoint underpins the concepts discussed in my study. Finally, the
literature reviewed in this section will" further elaberate’ on why other theories may not be
appropriate in the South African context of this study. Socio-culturally, there seems to be a degree
of congruence in more than three scholars that, both individual and social factors shape voice in
writing (Bakhtin, 1986; Hyland, 2008; Ryshina-Pankova & Byrnes, 2013a; Sperling et al, 2011;
Tardy, 2012). That is why in the construction of meaning in academic writing, students more often
than not draw on their established language resources to negotiate, adapt, appreciate and resist
ideas, which highlight students’ voice, subjectivity and identity (Gee, 1990). Even though this
orientation plays out in all students, however, for multilingual students, aligning thoughts with

academic concepts that might not be found in the first language is difficult.

In the same way, Hyland, (2002; 2008) indicates that, what entails voice in academic writing, is
the use of suitable linguistic choices that can achieve the academic objectives of a discipline. I am

inclined to believe that this position links with Bakhtin, (1986)’s argument of voice being formed
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in language that builds on the thoughts (utterance) of other scholars. In that case, for the thoughts
to make sense, they need to be continuously shaped over the process of interaction. Collaboration
is functional through the teaching process in which the lecturers and tutors as facilitators use the
language of the discipline to stimulate thinking in the new student. The student’s response to course
work by expressing the utterance (which in this context is an internal thought), to externally
connects with other scholars’ views on paper. This articulation enables the student to actively

understand the concepts, with evidence being academic writing (Bakhtin, 1986, p. 69).

This study is driven by my epistemological stance on knowledge production, which views literacy
as a social practice (Luke, 1991). Socio-cultural theorists of language and literacy commonly front
social interaction within students as a stimulating factor to language development (Lantolf, 2000).
My study aligns to the above view which challenges a prevalent centripetal knowledge stance to
approaches that factor in a centrifugal knowledge stance of the plurality of knowledge expansion
(Bakhtin, 1981). Mindful of the dialectic utterance-subtly sandwiched in the centrifugal versus the
centripetal force of what counts-as knowledge;-{-agree-that convincing voiced thoughts versus
internal discussions seem inevitability in-some students’wiriting (Bakhtin, 1981). Hence, my study
echoes the conversation that, it is not feasible to understand the world through one reality (Postman
& Weingartner, 1969). Some empirical studies signpost the South African context of my study as
an example where reality is mostly constructed in ways language is taught and learnt in this
multilingual setting (Boughey, 2008b; Foncha," Sivasubramaniam, Adamson & Nunn 2016;
Foncha & Sivasubramaniam, 2014; Mgqwashu, 2008; Sheik, 2011).

In the above context, some learners, mainly additional language students of these diverse
universities mostly do not use language in the same way language is used in other contexts. On the
contrary, the literature on two studies reveals that these students form new identities through the
ways they relate to issues (Boughey, 2008b; Foncha, Sivasubramaniam, Adamson & Nunn, 2016).
Supporting these previous views, the context of my study, therefore, portrays voice and
subjectivity as emancipatory concepts that could help decolonise additional language students’
minds. As such, voice, agency and inter-subjectivity might not flourish effectively with a central
understanding of competence and meaning construction in English as a language of instruction.
Rather, a centrifugal view of reality predicated on open dialogue assumes prominence in my study
underpinning voice and subjectivity as fluid and open-ended concepts practicable in a human mind
that cannot be quantified (Sivasubramaniam, 2015). Thus, my study highlights and celebrates a
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literacy predicated on multiple meaning constructions with academic writing tied directly to each

student’s objectives.

Evidently, academic writing is thus valued as a responsive experience between students, peers and
lecturers about issues that really pertain to their daily living. Purposeful writing is one, where
students apply their thoughts, collective skills, great voice about the topic, and think effectively in
response to the academic conversation while acknowledging and contributing knowledge. At the
same time, it is worth noting that, academic writing historically is said to be situated as a social
practice in the educational society, as an art that articulates students’ inner thought (as voice),
while opening spaces for these students to talk around the written text; yet allowing students to
address issues that could improve their success and life (Bakhtin, 1986; Hyland, 2008). As such,
academic writing is a skill that either student gets inoculated with as opposed to a skill they have
or lack that needs to be taken out of a prescribed textbook teacher use in classrooms. In the context
of my study, additional language students become.exposed to a diverse choice of words, which
allow these students to answer asstgnments;-as-social-practices in university, and engage with other
scholars’ thoughts, while expressing written-thoughts without replicating the experiences of other
scholars. A process of interaction, which enables students to synthesize, appropriate and argue

opinions ensuring creation and sharing of knowledge as scholars (Luna & Ortiz, 2013) (NB).

According to Shaw, (2010) voice is expressed betweenwhat Vygotsky (1986) refers to as an inner
speech and verbal thought. The'intersection between'the concealed inner speech and what other
people hear or see is what writers (students) articulate on paper. These ideas on paper (voice)
signify the writer’s entrance (‘the gateway’) into the intellectual conversation (‘dialogue’).
Notably, entrance is equally manifested through citation of other scholars by entry-level students,
who are actually also responding to these previous scholars’ views while finding niches for
themselves to partake in discursive writing. Yet the thoughts uttered by students in solitary writing
are influenced by both the socio-cultural background of the students and the social context in which
the students are writing via language (Bakhtin, 1986).

I hasten to allude to Ivanic & Camps' (2001) linking of articulation of thought on paper to physical
speech. This is because just as the same way speech carries identity markers, voicing of thoughts
on paper significantly carries identity markers, characterised in the form of semiotic choices,

infused by students’ feelings, thoughts and identity (Bakhtin, 1981). It is important to note that, in
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additional language students, the above-mentioned fusion could be challenged by a separation of
the mind from the choice of words, or if the meaning is unclear to learners. According to Lantolf
& Poehner, (2008 p. 178) for the agency to manifest in the context of writing, there must be,
“physical, mental and emotional energy invested in the language produced” by the student. My
study echoes voice as a semiotic mediation, where meaning is assigned and not gotten (Postman
& Weingartner, 1969). As such every meaning is a sign used with language to signify the emotional
development and intent of the learner (Foncha, Sivasubramaniam, Adamson & Nunn, 2016);
exemplified by, a birthday card that does not only express what is written on the card but

symbolises the full intention of the presenter.

In light of the above-stated point, a Vygotskian approach is consistent with understanding what
benefits the students and teachers to practise inquiry-based learning on their own teaching as
teachers of writing and language. Academic literacies that are consistent with sociocultural
approaches, value the plurality of voices in.education yet reveals English for Academic Purposes
(EAP) potentials to resolve academic writing-issues-in-both first and additional language students
(Coffin & Donohue, 2012). According to. Shaw (2010),-academic writing bridges concealed inner
thought for visibility in the academic discussions. The theory of thought is thus complex since
students think through the speech befare constructing it on paper. The concealed thoughts could
be challenging to link with a visible speech on paper since all concealed thoughts can never be
extricated because the student is-aware of the'audience. Voice in academic writing thus becomes
a continuation or ongoing written communication. and .not an outcome. Although thought or the
utterance comes from the individual, it is influenced and shaped by the previous ideas in the field
with the students positioned, as an artist to rework and fine-tune his/her own voice for other

reader’s response.

Sperling, Appleman, Gilyard, & Freedman, (2011, p. 71) define voice as a ‘language performance
that is always social, mediated by experience and culturally embedded’. This includes students’
experiences and perceptions. Like Gee, (1990) the definition indicates that voice in academic
writing involves the whole ‘identity kid” for effective participation in the intellectual class, which
include language, culture (reading, listening, speaking and writing) and all other conventions and
constraints. That is a mesh that permeates language and thought for sense-making in writing that
teaches. However, just as the human body that is sometimes dysfunctional due to ill-health, the
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metaphor of voice in its feasibility is most problematic in the context of additional language

students due to its diverse challenges.

Canagarajah, (2004) defines voice as a manifestation of one’s agency in discourse through the use
of language in relation to historically defined identities (p. 267). This view considers the students’
class, race, culture and linguistics; yet is guided by institutional roles of students’ ability to act on
their own will. This is to suggest that, though the voice is influenced by an individual’s class or
race, the individual’s institutional roles as students, teachers and the ideological subjectivity to
which each one is attributed is crucial (Canagarajah, 2015). As such, a convincing voice
demonstrates students’ incorporation of discipline-specific preferences for habitual imaginary
conversations with other scholars within the discipline as lecturers, tutors, educators and other
educators (Van Heerden & Kerfoot, 2015; Shaw, 2010). This again suggests that, if students are
ignorant of their roles, these discipline choices, becomes constraints, and students struggle to
respond and engage with varied voices as-well.as lecturers and tutors as direct audiences.
Consequently, different linguistic-backgrounds-and-limited repertoires like in the South African
context can influence students’ voice-and subjectivity. when writing assignments or research

papers.

Canagarajah, (2015) confesses pedagogical awareness of roles as key in the successful
construction of multilingual students’ voice,-where through' pedagogical scaffolds of relevant
vocabulary students achieve. The vocabulary;. therefore; functions as resources students could
contest ideological biases and construct a text that coheres; thereby expressing their voice and
subjectivity as a dialogue with other scholars. This not only suggests a need for teachers of writing
to recognise their importance in the classroom setting but also the role that their own voices as
teachers play on how the students they teach view and express voice in writing. The fact that a
Japanese additional language student, Kyoko’s voice in (Canagarajah, 2015) is influenced by that
of Canagarajah as a teacher indicates not only the relevance of context in constructing students’
views in writing but also the value of the teacher in an additional language identity. Though the
students try to merge historical aspects of the discipline with the language that constitutes her voice
in writing, the role of the teacher as the facilitator who scaffolds this student’s voice is not
unnoticed. As such, what seemed previously as constraints for this student can help further define
the voice and subjectivity of the students (P. 124 &125).
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The above-mentioned view supports Prior's, (2001) argument that a socio-cultural perspective of
voice as dialogic might not be perfect, but it fronts academic writing as a genre of communication
that is not mainly reconstructed on the individual skills of students. This is to affirm that expressing
written ideas in academic context involves a melange of concrete *histories of reading, writing,
talking and using texts in the heterogeneous domains of social practices (ecology of university
classrooms & society in general). Yet in the melange, students acknowledge and transform
previous views in the present while projecting some desired future’ (p. 79). Thus, a voice in written
assignments might be relevant in that voice signifies how learning is conceived by both student
and lecturer. Therefore, for this voice to be feasible, in the writing of mostly additional language
students, these students might need an awareness of the linguistics. Contexts are again relevant to
make students aware of their roles to effectively use language as artefacts for voice construction
in academic writing (Canagarajah, 2015).

Sivasubramaniam, (2015) defines voice as.an attempt by students to break free from objective
thinking of writing as a practice that is‘asocial.-This-inclines towards a subjective construction of
voice which emancipates both the. students-and-the society in which these students live. This
perspective of voice does not remove me as a student investigator from the process of this study.
To the contrary, my voice and subjectivity are constituted in the way | understand, describe and
present views in the context of my study. This could be exemplified as pointed out by Nunn &
Adamson (2009) in an upholding of voice as the manner in‘which writers show their uniqueness

as intellectuals.

According to Hirvela & Belcher, (2001) voice in additional language context is problematic when
defined as something to be taught. For contrary to traditional views that students are voiceless,
there appears to be some degree of congruence in two scholars that, most new students to show
that they have developed a voice in the lived experience of their first language (Hirvela & Belcher,
2001; Sivasubramaniam, in Nunn & Adamson, 2009). As such, the voice does not play an
instructional role in the classroom; on the contrary, the voice is viewed as a building tool for
additional language students to understand themselves properly in the new identities of speaking
or using an additional language to express opinions. This, of course, is serviceable to both the
teacher and the student in that the teacher understands how students construct meaning in this
context through their senses of touch, taste, smell, sight and even hearing. These scaffolds

influence functional ways of constructing voice as a social practice, in that, though the writing is
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done in solitary, the words that relocate views for shared understanding on the page are historically
and socially rooted making it impossible for views to be asocial (Kamler, 2001) highlighted in my

study.

This echoes Isaac, (2012) in the discussion on the understanding of voice that helps students to
conform to disciplinary requirements of externalising thoughts in academic writing. A view that
however, uphold an ongoing constructivist practice in academic literacy which assignment
questions are aides-mémoires for the student to show individuality through a response that
integrates with other scholars. These views and others resonate with my exploration of academic
writing as a curious platform on which diverse students consciously shift between discourses and
engage linguistic features that speak to issues or research findings (Graff & Birkenstein, 2010;
Martin, 2016; Martinez-Lirola, 2015).

Further to what | have discussed above, meaning-in the above-mentioned context is subjectively
understood although reading is meant for these students to study for possible expansion in a written
assignment. Literature indicates. meaning in-academic-texts selected for students’ assignments
requires linguistic comprehension fram students to construct written assignments (Boughey,
2008a; Ryshina-Pankova & Byrnes, 2013a). Thus, in this context, ‘language as an instrument of
communication’ is placed alongside “language as a resource” of making meaning and knowing the
world in which students’ place is vital. This'language needs to be explicit as well as holistically
taught to students. Hence, for reading to be effartless, students need to be academically literate in
order to diligently read, integrate and engage with other voices within and without the academia.
In the same vein, entry-level students might not just need passive technical skills in reading,
writing, and listening. On the contrary, the additional language in this context needs functional
cognitive and critical thinking ability, for written responses that advance ongoing intellectual

conversations which differ from responses in speaking (Boughey, 2008, p. 15).

Needless to say, that, the South African Ministry of Higher Education has put in place various
strategies to address learning barriers through academic development programs in universities,
(AD). Some post-1994 academic literacy development programs have not adequately catered to
the variant statuses of students’ dialect from different sociolinguistic backgrounds (Bozalek,
Vivienne & Boughey, 2012). Highlighting the relevance of voice as a social practice, Van Heerden

& Kerfoot, (2015 p. 11) uphold that “if all writing contains voice, then first-year students need to
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find a voice that sounds academic and therefore requires shifts from everyday discourses to
projecting an objective stance in which they draw on the voices of others while maintaining their
own voice’. This is because, additional language students of English without relevant resources
will mostly be termed incompetent, lacking a voice and sounding incoherent. | am therefore
inclined to think that, an understanding of the voice as a social practice in academic writing
resonated in this study could be useful as a resource that students bring to the act of writing, while
at the same time indicating students’ subjectivity in academic discourse (Van Heerden & Kerfoot,
2015).

I confess my intention in advancing the debate on first-year additional language students as | have
come to realize that the teaching of academic writing in English has become a global priority. This
will continue to highlight diverse students’ emotional struggles in constructing written voices
within disciplines for possible solutions (Boughey, 2008b; Hyland, 2003; Matsuda & Tardy, 2007;
Mgqgwashu, 2011). My study thus focuses.on veice and subjectivity as assertions in academic
writing that involve students’ awareness-and-abitity-t6-communicate effectively in the discourse

of academic writing.

Needless to say, that novice students may be uncertain between this requirement of voice and the
required disciplinary conventions in academic writing, most university pedagogies do not clearly
address issues of voice in written® discourse «(Neville,'2010). Yet, when new students write
assignments, teachers as facilitators always try. to-situate. these students’ voices in their writing.
Unwittingly, students respond by indicating the use of the personal pronoun ‘I’, which if not
supported by evidence might not be understood as a voice in academic writing in a socio-cultural

frame.

In light of the above-stated view, social constructivists argue that, for voice to be effectively
modelled in novice students’ assignments, these students need to be clearly instructed in the
standard language (English for Academic Purposes in this context), as to explain the importance
of academic writing in university (Coffin & Donohue, 2012; Street, 2004; Wingate, 2012). In light
of this, my study supports socio-cultural appeals for a rational pedagogy, which recognises that
not all students are equal to the language demands of academic writing. | wish to argue that the
global dominance of English as a language of teaching and learning inevitably complicates active

participation from some additional language students in my context. This is because, without
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knowledge of vocabulary, concepts are sometimes difficult to interpret and comprehend, leading
to poor engagement and limited construction of voice in a written response. A constructivist view
of academic writing, therefore, enables additional language students to use semiotic structures
which range from linguistic variety to auditory, spatial and sometimes visual cues, in expressing
written voice in the social class of academia (Bakhtin, 1981). This is opposed to the intolerant
positivist ideological forms of knowledge that pollinate reproduction and reduce the subjective
nature of voice to an objective concept in academic writing (Coffin & Donohue, 2012;
Sivasubramaniam, 2009 in Nunn & Adamson, 2009).

While 1 am aware that other theorists have theorised on issues of voice and subjectivities in
student’s writings, my interest is on literacy as a social practice in academic literacy. This, | believe
is influenced by an understanding that literacy cannot be divorced from the society in which the
students come from and live in (Luke, 1991). On the contrary, academic writing should add value
to additional language students’ self-esteem-and-equip these students with gratified intellects to
serve as respectable teachers for the growth-of-the-South-African as well as the global society.
Arguably, my inclination to academic writing.as-a-social-practice acknowledges the many voices
in academia plus expressed social issues discernible in new students’ responses. Equally, my study
venerates an understanding of voice that fosters a plurality of meaning which in my South African
context is both invaluable and inevitable for English additional language students’ success in
academic writing. Therefore, the university ‘as-a social community for new students to practice
lived literacies; yet contribute in-academic discussions for.voice development should then assume
particular prominence in my investigation (Coffin et al., 2003; Lillis & Mckinney, 2013; Street,
2004). Thus, my study is meant to reiterate the importance of scaffolding voice and subjectivity in
academic writing as a foundation that could help free the literacies students do enter at the
universities with. As such an agency is given to novice students notably additional language

students.

In the construct of literacy as a social practice, voice and subjectivity arguably develop as key
features in academic writing highlighted in my study. Thus, a degree of congruence in three
scholars voices the point that, though in articulating thoughts, some new students gain agency to
alter perceptions on class and race; these students, however, acquire skills that stimulate deep-
thinking for retention and success (Canagarajah, 2004; Kamler, 2001; Sivasubramaniam, 2015).

Furthermore, prominence on the function of language as the thread that links students’ thoughts to
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the voices of previous scholars and the intended audiences in academic writing makes it difficult
to overlook the interpretations of the new students (Halliday, 1994; Bakhtin, 1986; Lantolf &
Poehner, 2008). In the context of my study, competence in the language of instruction is applicable
for students to engage as active members, in their new roles as scholars. Competence that could
allow some students to harmonise personal views with the concepts and theories of the discipline.
Although | earlier cited lIvanic's, (1997) standpoint where students are not permitted choices in
their roles as scholars, | hasten to indicate that, in the context of additional language students taking
on new roles involves creating new identities as additional language writers as well (Hyland,
2008).

For the reasons mentioned above, this study draws on the notion of literacy as a social practice,
with an Academic Literacy’s Framework informed by New Literacy Studies because it, values
voice and subjectivity in academic writing. Such a framework foregrounds, student identities, their
established literacies and voice in the construetion-of academic writing (Coffin et al, 2003; Street,
2004). As a result, academic literacy aims-to-equip-novice students especially those with diverse
linguistic backgrounds with appropriate discursive-practices to navigate their voice and

subjectivity in disciplinary writing (Lillis, 2003; Street, 2004).

This study acknowledges the arguable notion of voice and subjectivity in academic writing. It thus
draws on Bakhtin’s dialogism to-explore the responsive nature'of academic writing and the impact
of language on constructing voice in‘academicwriting. Discourses are created within the scholarly
context where students function, and these discourses are inundated by voices these students draw
on, to voice ideas and resolve issues. It is thus questionable if external skills will/can enable
students to understand the meaning in this context which is determined by the multiple and
conflicting practices of each discipline. Since no social practice exists outside of the domain of the

semiotic; that is the practice and the production of meaning.

In light of the above, literacy practices will then harmoniously constitute all acts of intelligibility
from linguistic resources to social, cultural and ideological comprehensions of meaning in
academic discourse. On the contrary, English Additional language student’s context contrasts with
the social constructs’ views on voice construction where not being tolerant of deviant forms of text

productions brands the subjective concept voice, to an objective concept in academia. A South
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African context, post-1994 will be difficult to neglect issues of class in that it is highly prominent

especially in language education.

2.4.1 Voice and class in academic writing
In this section, I will explain some theoretical views on voice and class in academic writing in
relation to my study, supported by some empirical studies. According to Bakhtin, (1986) thoughts
can only be realised in the contexts in which the speaker or writer finds himself. He further argues
that, though the words of a language belong to nobody, thoughts are always realised within the
social class, eras, families and schools and certainly not in isolation (p. 88). This supports
arguments that the words of a language are always half someone else’s; as exemplified in the
references and quotations | have used earlier in this chapter of my study. This makes the university
a new context to novice students who are required to fill diverse positions as add on to previous
positions in their social lives. This is to suggest that, what is read, said and written contains the
historical and cultural context of the university-alongside the cultures of whoever is reading,
speaking or writing in the context (Sperling—et-al.,~2011). | am not excluded from these
considerations since language and-literacy-theories,as-well-as.curriculum and students’ concerns,
are some imperatives that | have allowed to assume immediacy and primacy in my study. My study
further stands as a response to a discussion on voice as a social practice (Stock & Eik-Nes, 2016b).
Therefore, the words on this page constitute my voice and a conscious dialogue with other scholars

while at the same time persuading and causing an effect for continuity in discourse.

Luke, (1998) queries technical techniques of reading designed to shape students to other identities
and voices that do not value these students’ beliefs. Technical approaches defy and omit crucial
issues of class, ethics, values and culture inherent in these novice students. Thus, not being tolerant
of deviant forms of text productions pollinates reproduction and marginalises other classes. Hence,
there is an urgent need to link research and practice in ways that could nurture voice construction
and literacy as a social practice thereby embodying the diversity in academia in ways that are
inclusive to another context like that of the South African in my study (Boughey, 2012a).

In view of the above-raised issues, Neville, (2010) in particular has focused on referencing styles
in universities as an issue under review which could enable students’ reference without
reproducing or suppressing their own voices. For instance, references in this study are motivations

to my thoughts as a novice researcher; yet at the same time, the scholars | draw on are my access
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to diligently expressing my own understanding of the beliefs of these previous scholars. Hence in
response to these previous voices, | am evidently revealing my awareness of ongoing issues
thereby positioning myself to be observed by others as well for continuity in the academic
conversation. Choice motivation thus enables me to engage with theories as well as views of
previous scholars, demystifying the value of language in academic dialogue. However, most
novice researchers (entry-level students) struggle to engage and negotiate other writers’ views in
discursive writing due to challenges that range from a shift in knowledge to linguistic and cultural
shock (Boughey, 2008b). As a result, these students mostly fail to situate their thoughts within the
existing knowledge in ways that could bring out their voice in academic writing. | intend to open
up access for these students to express their thoughts through attempts to answer my research

questions.

A quest for vocabulary sometimes forces new students to either express individual thoughts
without evidence or copy the works of otherwriters.in an inconsistent manner. Referencing trails
students’ awareness of the mutual-inteltigibitity-within their disciplines, yet justifying a voice and
subjectivity that comprehends and.nurtures-writing-as-a. social practice in the social class of
academia (Boughey, 2008; Janks gt al., 2012; Neville, 2013). As previously discussed somewhere
in the study, linguistic challenges could deprive additional language students of an opportunity to
socialise as responsive members of a scholarly community. Which could further deprive these
students of a voice in an ongoing discussion and agency as argued in Bakhtin, (1986). Equally of
concern are the degrading disciplinary ‘measures for. plagiarism, which sometimes jolt some
students and shrivel their efforts to establish a voice in academic writing. Academic literacies as
an approach can foster voice in students’ writing as a social practice. This student’s perceptions of
voice will inform my understanding of diverse views in the social class of academia as opposed to

students’ social lives.

I am aware that the technicality of referencing in this context is also flawed for these students who
do not understand the importance of referencing to support a stand. Ellis & Levy, (2010: 203)
highlight that “most novice researchers/students find it extremely difficult to put their ideas in
relation to relevant theories and concepts in writing as they experience problems with academic
writing.” The lack of familiarity with academic writing is the main challenge, for academic writing
involves a number of conventions such as writing for argumentation, persuasion, voice and

subjectivity and doing clearly as well as logically structured discursive writing conversant with
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the discourse of academia (Boughey, 2008a; Mgqgwashu, 2008; Sebolai, 2014). Thus, there is a
mismatch between what counts as knowledge in the university context and what counts as
academic writing to these novice students. For these reasons, any attempt to bring students to
reason draws frustrations, conflict and anxiety in academic writing leaving students to despise it
as an alien practice that conflicts and contrasts with their experiences and thinking (Boughey,
2008).

The above-stated study by Boughey, (2008a) suggests a subtle resistance that manifests in students
due to the injection of critical reading in university contexts. For if | am reading to learn, then |
should be allowed to relate to the reading knowledge in ways that will best enhance my
understanding. On the contrary, the study shows that reading in higher education mostly requires
reading for merit purposes. The study reveals that there is a need to shift thinking from the neo-
liberal process of meritocratic reading for success in schools to reading that makes students
“important potential agents in the transformation-of the academic field” (p. 31). This signals a
resistance on habitus injected reading to-learn-formutas that do not make students self-reliant but

rather force them to recycle them into.the robotic-class-of educators (Sivasubramaniam, 2015).

With reference to relation to class, Mgqgwashu, (2011) advances factors as age, gender, race,
language, aptitude, or level of contact with the language that is mostly ignored during the
evaluation of additional language students. Likewise, Sheik; (2011) maintains that academic
writing needs to be pedagogically taught to EAL entry-level students in English for academic
purposes in order to demystify the power of language while at the same time displaying language
as an inclusive resource for competence in academic writing. Such a stance challenges dominant
discourses that pathologies some English additional language students for lack of competency in
academic writing, yet ignoring the dynamics of the twenty-first-century ontology that underlie

individual variation in language learning (Boughey, 2008b).

Archer, (2010) and VVan Schakwyk, (2007) argue for a variation in language, and the need, for the
issue of variation on language to be deliberated when assessing voices in additional language
students’ writing in South African universities. My study echoes these views while highlighting
awareness of language variation, by educators in the South African context. This awareness
foregrounds arguments that, “assessment practices for multilingual students’ need to point towards

principles of linguistic diversity, intercommunication and multicultural appreciation; while
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striking the correct balance between language proficiency and content proficiency” (Sheik, 2011,
p. 189-190). In this sense, the language will relate to students’ identity and promote a centrifugal
understanding of meaning in universities (Bakhtin, 1981). A stance that could address concerns of
entry-level students who often are being torn between the bridge of required conventions and the
need for an opinion in the essays that these students are required to write (Neville, 2010). This is
due to reasons that, first-year students are not only required to respond to assignment questions in
linear writing but, construct sense in writing, these students need to weave intellectual responses
in intellectual styles for continuity. Some additional language students who are not conversant
with the discourse of the intellectual community like those of the South African context, find this

form of writing very stressful (Mggwashu, 2008).

Literature indicates the positive influence of writing centres and tutorial programs mostly
facilitated by postgraduate students to address students’ writing challenges within disciplines in
South African universities (Archer, 2010;.Boughey, 2012a). Nevertheless, the same literature
indicates concerns when it comes to-“altowing studentsto find a “voice” due to positivist views of
voice that view it as a personal effort of -the students (Archer, Pond, Carpenter & Mangino, 2007,
p. 4). Unfortunately, the need for the expression of knowledge that signifies personal
understanding is unfeasible in some South African context due to difficulties in directing students
to their own truth. Students in this context become anxious when given written texts to evaluate,
lacking a sense of what counts-as their own-understanding of knowledge on paper (Boughey,
2007). Regrettably technical remedies by senior. students mastly understood as temporal strategies
sometimes really do not address issues of voice because, these aids are mostly meant to assist with
technicalities in writing (Archer, 2010). In this study, | attempt to qualify language as a meaning-
making resource paralleling previous scholars (Sivasubramaniam, 2015; Sperling et al., 2011,
Tardy, 2012). A sociocultural view highlight languages’ role in the construction of voice and
subjectivity in additional language students’ writing in which, the voice is contemporarily being
understood as a form of knowing (Ryshina-Pankova & Byrnes, 2013b; Sperling et al., 2011; Tardy,
2012; Pfeiffer & Sivasubramaniam 2016).

Having presented and discussed an array of issues and insights that can help provide an overview
of the importance of academic writing as well as academic voice within academic literacies, | now
propose to address the focus of my study, which is voice and subjectivity in academic writing and

which in this context could be perceived as an icebreaker for knowledge construction. Entry-level
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students feel pressured during their first year’ of study as their writing needs to indicate a trajectory
of implicit and explicit recognition of the many cognitive processes required to produce a piece of
writing (Cummins, 2008; Dornbrack & Dixon, 2014). The implicit requirement of academic
writing demands that all students possess cognitive skills, and abilities to relate language that
constructs thoughts for shared understanding in this society. As such, all students, first and
additional language student’s alike ought to diligently mould, model and remodel words in writing
that creates meanings in response to assignments (Bakhtin, 1986; Carstens, 2012; Gee, 1999;
Hyland, 2013; Janks et al., 2012; Kamler, 2001).

I am choicelessly aware that the concept of voice and subjectivity among other university
conventions of referencing, structuring and meaning in writing limits creativity for most first-year
students, mainly English additional language students (Boughey, 2008a; Neville, 2010; Shalem et
al., 2013). This is partly because entry-level students might struggle to differentiate their thoughts
from the knowledge as well as claims of other writers since academic voice requires students to
express understood concepts in'their own-words{(Gamache; 2002). In fact, Graff & Birkenstein
(2010) argue that, even in cases where-most-students understand the need for evidence to support
and respond to arguments, challenges are still visible. This is because expressing one’s own
personal voice in writing using relevant concepts is complex since it requires comprehension of
the subject in order to express voice. This could be exacerbating to students with little or no
knowledge of the language that will'express these thoughts in'clearly articulated writing (Graff &
Birkenstein, 2010, p. 2). Of interest is the fact that'most.additional language students are unable to
see past the subtle masks of language’s role in constructing and contesting varied subject positions,
identities and voice in academic writing (Harste, 2003; Mgqwashu, 2011). Inappropriate language
resource, in some additional language students, is a pacesetter of emotional violence in an attempt

to construct a voice that understands subjectivity in academic writing.

Awareness of class, culture and conventions as well as practices are prerequisites for students’
success in universities (Ryshina-Pankova & Byrnes, 2013a). This is because, that in addition to
the linguistic shift, novice students are required to read discipline resource for evaluation that
indicates learning in constructed written voices. This is to suggest that there is a need for
accommodation and assimilation of the cultures of reading, listening, speaking and writing in ways
that will permit students to meet up with assigned tasks. Understanding meaning in highly dense

English academic texts, where meaning is sometimes coded, subtly limits access to information
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for some additional language students with first languages that sometimes conflict with English
concepts (Klapwijk & Van der Walt, 2016; Street, 2015). Limited interpretation from reading text
leaves some additional language students with no choice other than to draw on popular discourse
within their communities to justify what they understand in their writing (Hasan, 1989; Swain,
2007). This study explores first-year students’ comprehension and construction of meaning in the
social class of university and highlights the need for being academically literate to develop critical
reading and thinking. Hence, | draw on literature that indicates reading, listening, speaking and
writing as relevant practices in higher education that in turn informs and familiarises students to
the discourse of academic writing (Barnett, 2014; Graff & Birkenstein, 2010; Harste, 2003;
Anderson & Poole, 2009; Kamler, 2003; Luke, 1998; Street & Hornberger, 2008).

Notwithstanding what | have said above, some first-year students are not aware that critical
thinking does not develop in separation but from what they as students read and listen from other
scholars, in order to communicate in their own-voice (Sperling et al., 2011) which is an awareness
that aligns with Bakhtin, (1986)s claim that words-do-not existin isolation. On the contrary, words
are always in context, initiated by-someone-through writing, speaking or reading for a reaction.
Thus, the words on this page can he compared to clay that | have carefully set to express the way
I understand the theories and scholarly beliefs that have influenced my study. In this way, |
acknowledge previous voices, while “relocating the personal” in a reconstructed sense that reveals
what “they say, | say”, but in my own veice-(Harste, 2003; ‘Anderson & Poole, 2009; Kamler,
2001; Luke, 1998). In doing so, I'establish the concept of voice and subjectivity in social practice

in academic writing.

In keeping with the above discussion, this study presses ahead with the debate on voice and
subjectivity, because other explanations on academic writing, sometimes either do not explicitly
say much on voice and subjectivity or rather present a narrowly characterized view of these
concepts. Yet, when students write in university, teachers as facilitators always require students’
voices in the writing of assignments and research papers. Unwittingly, students respond by
indicating the use of the nominal pronoun “I’, which mostly represents the students’ viewpoint and
the context in which the students understand the issues being discussed. The relevance of empirical
evidence is thus sometimes relegated to the immediate discussion caricaturing the need for
interaction with the previous voices that initiated themes and the contributions of the novice

students (Sivasubramaniam, 2015). Taking cognisance of the importance of the use of the first-
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person pronoun “I” in my study is not in any way a simplistic coverage of “I’. On the contrary, my
study strongly upholds the view of ‘I’, as an indication/marker of personal comprehension of

knowledge which is grounded on empirical evidence.

The above-stated view locates this study in a social constructivist view of students’ voice as an
expression of critical thoughts in the way these students understand knowledge; while related
thoughts build on previous voices articulated by linguistic choices in academic writing. According
to Sivasubramaniam, in Nunn & Adamson, (2009) this view challenges a positivist view of voice
that removes the writer from the process of writing and denies the student of critical thought,
turning these students into empty containers ready to be filled with knowledge. Current literature
indicates a struggle in academic writing, especially English additional language entry-level
students, with these concepts assume particular relevance (Boughey, 2008a; Clarence & McKenna,
2017).

2.4.2 Linguistic Capital versus Student-Repertoire in academic writing

In this section, | will discuss the effect of the linguistic change on additional language students and
some empirical studies that speak to my study of exploring issues of voice and subjectivity in the
writing of additional language students. Academic writing as a concept represents diverse
ideologies ranging from communication to conserving and sharing information from one
generation to the next. Globally; it'is perceived that becoming literate is the core issue in the
communicative competence for'learner’s academic success in schools, with increasing relevance
in higher education. At the level of higher education, academic writing then becomes central and
necessary in the evaluation of students. Thus, academic writing develops an influential role in
education as students’ writing competencies are constantly under scrutiny to point out if it is
indexical of success or failure. As a result, academic writing has capital because students’
understanding and conception of knowledge and theories are constantly evaluated and assessed in
extended written works. Hence writing, in general, has evolved from just being an ability to read
and write for different purposes to a major role player of assessing success and throughput in
higher education (Wingate, 2012).

Like Bakhtin, (1986)’s argument on the influence of a consecrated language on perceived realities
in society, Bourdieu, (1994) associates linguistic capital on the language of dominance. Linguistic

capital in the academic context will thus comprise students” competency in the language of tuition.
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It is equally a form of cultural capital that gives purpose to students in their roles as novice
participants in scholarly or scientific practice. In other words, it is what Bourdieu, (1994) calls as
linguistic habitus or symbolic power (1991, p. 38). Linguistic capital in (Gee, 1990)’s claim is an
‘identity kit” which comes complete with the appropriate costumes and instructions on how to act
talk and often write, qualifying students for discourse. Competence in English as the formal
language of tuition in the context of this study is the linguistic capital novice students are required
to possess, irrespective of their status in it, which may be first or additional language. Notably,
three scholars view language to be not only an aid for students to achieve credibility in academic
writing but equally, as a tool to validate comprehension (Hyland, 2008; Ryshina-Pankova &
Byrnes, 2013a; Tardy, 2012). As such, the influence of the code of English as linguistic capital or
lack of the “identity kit’ might not be ignored in some students’ writing (Brammer, 2002; Bourdieu,
1994). | argue that the naivety of English as a language of tuition would limit some additional
language students’ progress when it comes to expressing voice as personalisation of knowledge in

academic writing (Boughey, 2002).

Further to the discussion | have presented. earlier-on the centrifugal and centripetal conflicts as
revealed in Bakhtin's (1986) notion of diversity in expressed language and thoughts, | wish to note
here that according to Bourdieu, (1994) each word or expression potently denotes dual conflicting
thoughts reflected in the writer and reader’s interpretations. Thus, when it comes to additional
language and expressing written thoughts-Bongartz, (2016) identifies differences in linguistic
means of achieving cohesion alongside cross-linguistic issues from one language to another. Hence
a Bakhtinian centrifugal sense of language in this study underpins my interpretation of ideas for a
shared understanding and yet it can edify me as a scholar upholding voice as a social practice.
Further to this, my study believes that the fluidity of language makes it a flexible, open-ended tool
for students to freely engage in it for the enjoyment of the intellectual dialogue (Nunn, 2011a). In
this context, academic literacy serves as an additional source of linguistic contribution to the

language of expression.

According to Klapwijk & Van der Walt, (2016), Bourdieu's (1994) definition of linguistic capital
as cultural capital or an instrument of power is problematic in a multilingual context that prevails
in South African academia. This is because as Bourdieu believes that, individuals do not only
speak to be understood but to be valued, and therefore if South African students cannot manifest

fluency in articulating the language of the institution, there might be a mismatch in values. Current
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studies show that the majority of South African students are failing due to the lack of linguistic
and cultural capital in English as a language of opportunity and success (Klapwijk & Van der Walt,
2016). Interesting enough is the metaphor of symbolic power conferred to linguistic capital. This
could suggest that, if students are not competent in the language of tuition, they might never attain
symbolic power. In consequence, there could be a build-up of symbolic violence caused by an
emotional struggle. Therefore, two views invoke a need for the command of language repertoire
by novice students in order to engage in academic writing and express ideas in the style in which
they wish would respond to assignments (Bakhtin, 1986; Nunn, 2011b).

Antia & Ivo, (2013) discuss how the language policy in South African higher education establishes
English as the dominant language of instruction with Afrikaans in a few contexts. This further calls
for effective scaffolds and effective development of academic terminologies across local
languages. They further observe that success in EAL students is unachievable if students are not
empowered with the knowledge of disciplinary:terminologies not found in local languages. This
is consistent with an observation previousty-identified in Nunn (2011 p. 24-25) on issues of
collocation in multilingual contexts of-English-and.its-varieties. Recognition of the variety and
diverse cultures in linguistic capital could allow English additional language students a platform
to confidently engage with another writers’ text. Passible through analyses, evaluation and
synthesis of empirical literature in ways that support voice construction in academic writing.
Further explaining the South African conceptualisation‘of'academic voice, Barnett, (2014) alludes
to voice as a library resource that students draw.on-to contribute knowledge and validate positions
in academic writing. This could be problematic in a context featuring students from disadvantaged

backgrounds with limited linguistic resources (P, 11 & 13).

Kamler (2003) critiques the view of voice in academic writing as therapeutic arguing for a
foregrounded view on students’ engagement with other scholars to enhance personal growth. Thus,
students rather relocate their personal narrative style and yet align with other voices and express
the link between concealed thought and visible speech on paper. In addition, Boughey, (2008)
argues that engagement could be enhanced through scaffolding students to comprehend meaning
in context as thoughts that need to be expanded by relevant experiences they brought to a guided
conversation. This in my view links up with the assertions of Vygotsky, (2012) for a need for
scaffolds to be instituted till students achieve the zone of proximal development before the

scaffolds are gradually lifted. Only in such a context, an academic writing approach feasibly
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expresses the concept of voice and subjectivity that attains universal goals. As such, together with
other voices link with sociocultural as well as emancipatory pedagogies’ goals of liberation and
social transformation in students’ sense of knowing (Canagarajah, 2004; Coffin et al., 2003; Ivanic
& Camps, 2001; Kamler, 2003; Street, 2004).

What still worries me is the lack of awareness of the hidden resource of language that could enable
some English additional language students craft and shape other scholars’ thought to express their
own thoughts, holding the conversation (Lillis & Harrington, Kathy, 2016). More worrying is the
fact that not all facilitators seem equipped with the know-how to teach academic writing courses
and scaffold first-year students into seeing this writing as a dialogue with them and their peers or
lecturers as participants. Access to the relevant linguistic repertoire, is, therefore, a prerequisite to
equate success in written tasks, meant to assess and point students to relevant concepts while

supporting them to model answers in a personal voice for clarity (Lewin & Mawoyo, 2014).

Accordingly, in universities, academic literacy-becomes a crucial requirement as if these students
are not academically literate, though they will read but will not understand. This is because, besides
expressing ideas in the proper linguistic register for sense-making in academic writing, reading to
understand and constructing meaning in correlation to the writing needs of various disciplines is
crucial for students. Thus, most entry-level students are presumed to have mutual intelligibility of
the cultivated reading culture that ‘governs writing as a social ‘practice in university curriculums
(Barnett, 2014; Graff & Birkenstein, 2006; Harste,.2003; Anderson & Poole, 2009; Kamler, 2001;
Street, 2003a, 2015). However, reading complex disciplinary vocabulary could exacerbate these
students, who are already struggling with the proactive academic style. Coupled with the fact that,
meaning read in written text is again understood in context, without the linguistic ability to
differentiate why messages are codified for different purposes and audiences, some additional

students struggle to construct meaning in academic writing (Hyland, 2003).

Academic writing in this study is seen as a social practice that opens up grounds for multiple
interpretations of meaning while recognising students lived experiences and supporting a plurality
of knowledge construction. In due course, students are suitably and critically made aware of the
type of discourses in an academic text, while assignment responses enable learning in academic
writing (Leibowitz & Bozalek, 2014). However, some entry-level students do refer to their own

considerations in the evaluation of academic texts that require empirical statements in academic
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writing (Boughey, 2007). A greater challenge at this point seems to emanate from the poor
linguistic register for sense-making in academic writing. Challenges are believed to be prominent
in the presentation of systematic reports; analysing text; enquiring or discussing ideas in written
coursework of short assignments or students’ essays (Shaw, 2010). The students’ struggle to
reconstruct thought in a limited repertoire sometimes reproduces a subjective self and a subtle

resistance not understood in academic discourse (Hyland, 2002).

From the above deliberations, it could be argued that, through its official implications, academic
writing is coated with subjective, emotional and evaluative language made possible by lexical,
morphological and syntactic features which students employ to evaluate positions. These
according to Bakhtin, (1986) and other constructivist theorists symbolically belong to nobody; yet,
these same words are like buried treasures, withholding the thoughts of differently cultured writers
who crave to be read on paper or heard. It follows that constraints of resources in the writing
process, reduce additional language students-te builders without a plan. Reasons being that, these
students usually possess the communicative-and-integrative (centrifugal) codes of linguistics that
clash with the centripetal force .in.academia (Bakhtin,-1986). Consequently, limited linguistic
capital in the form of relevant vocabulary that constructs inner thoughts on paper earns some of
this additional language not only failure but sometimes prejudices. Thus, assessing all students
through assignments in text form seems to generalise students’ strengths and weaknesses in

academic writing, giving an advantage to some:

A move from a centripetal force of culture to a centrifugal force is thus not only required from the
students in my context but also from the university as an intellectual society in other to
accommodate literacy as a social practice susceptible to constraints and conventions. Thus,
continuous evaluation of students’ English language proficiencies in written academic assignments
aligns most research in South Africa to queries of English Additional Language (EAL) students’
understanding of academic discourse, in regard to these students’ active engagement with their
own text and that of other writers (Archer, 2008; Boughey, 2008b; Mgqgwashu, 2011; Shalem et
al., 2013). Curiosity sprouts from widened access to all national universities, with the sustained
presence of some apartheid executive principles that challenge policy executions and language
policies in most South African higher institutions (Janks et al., 2012). This, as a result, leaves

inclusive policy reviews by the Ministry of Higher Education to address learning barriers
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inadequately catering for variant statuses dialect students thereby making voice construction in

writing and language issues an ongoing endeavour (Bozalek & Boughey, 2012).

In keeping with the kind of issues | have pointed out earlier, much research is documented in South
Africa on assisting first-year English additional language students to improve their English for
academic purposes, through courses and writing centres (Archer, 2010). However, South African
context remains complex when it comes to English additional language students’ relating to
content due to discipline-specific discourses and language of teaching and learning (Mggwashu,
2008). Skill remedies put in place in most South African universities to assist English additional
language students do ignore arguments that most of these students are not conversant with the
discourse of academic culture (Boughey, 2008a; Mggwashu, 2008; Sebolai, 2014). The most
arguments centre on claims that first-year English additional language students are foreign to the
discourse of academic literacy that signals them on how to challenge and alter issues. This study
resonates with these previous views to echo-a-need.for EAL students to be scaffolded on ways to
engage with the text, as an attempt to flee-the-centripetal force of knowledge production to a

centrifugal knowledge for serviceable writing.

In light of the above-stated points, my study takes the debate forward by exploring issues of
academic writing in first-year EAL students as active participants in the world of academia
(Boughey, 2008b; Hyland, 2003;" Malakul* & “Bowering, '2006; Matsuda & Tardy, 2007;
Mgqwashu, 2011). Although there are-many thearies ‘on-academic writing and academic reading,
my interest is on literacy as a social practice. In light of this, my study thus focuses on voice and
subjectivity as assertions that could devalue the competencies of some additional language
students from actively voicing opinions in academic writing. This follows the point that teaching
academic writing in English has developed to be a global priority. Thus, diverse students need a
voice to resolve discipline specific issues and further their education as active scholars in
intellectual dialogue. Furthermore, in an era of diversity, transnational flow and technological
influence, student teachers need an informed understanding of the language for critical thinking
and the construction of experiences in the academic literacy ecology. The South African context
is challenging since theories and concepts are not mostly familiar in some ESL student’s first

languages (Mgqwashu, 2011).
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Kamler (2001) contends that writing though done individually is always a social practice where
the writer’s autobiography is shared in the form of experiences. Thus, academic writing is
conceived as clay that could be kneaded, pounded and shaped as students reconstruct language and
shift register in discourse (Boughey, 2002; Kamler, 2003; Lillis, 2003). The South African
multilingual context in this study depicts struggles of diverse schooling background students with

insufficient knowledge of academic writing as discourse.

Concerned, Mggwashu, (2008) yet again discusses the timeless nature of language, and
metaphorically shows its ability to transcend geographical boundaries. Implying the asocial nature
of language, the text is mentioned as a theory about a person’s physical existence that captures the
natural and social life in communities (Mggwashu, 2008). Resonating with arguments that,
language is primarily negotiated in the writing of English additional language students through
struggles of conceptualisation and appropriation of meaning in academic writing (Boughey, 2008;
Lirola & Cuevas, 2010). Echoing the above-arguments, | deduce that, understanding theoretical
issues that might not be defined insome-African-first fanguages might thwart engagement with
another writer in some EAL students’ writing..IMy-argument-is sustained, by Mgqwashu, (2011),
(2012)’s emphasizes the relevance of indigenous languages in various disciplines in South African
universities. According to Mggwashu, (2011) Indigenous languages could empower L2 students
to access theoretical concepts, epistemology and stimulate engagement with the reality of language
in written discourse and social life. A view-which could be challenged by the fact, meaning read
in written text is arguably understood in context. Hence without the linguistic ability to
differentiate why messages are codified for different purposes and audiences, some EAL students

will still struggle to construct meaning (Hyland, 2003).

From the above discussion, proficiency in English as a language of learning and teaching might
not necessarily enhance students’ engagement or awareness with texts in academic writing (Sheik,
2011). In addition, Cummins, (2005) explains, that conceptual knowledge between L1 and L2 are
interdependent, hence monolingual language instruction does not empower English additional
language students with relevant concepts. In the Turkish context presented in Cummins, language
transfer in academic writing is productive since pedagogic language programs though taught in a
monolingual manner make it possible for cognitive proficiency of language transfer to happen. In
a South African context, Mgqwashu, (2011) discusses the case of isiZulu students in a university

who struggle to conceptualise meaning in English as a language of learning and teaching.
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Language transfer in this context is flawed and students’ repertoire restricted to the knowledge of
the first language without relevant vocabulary and concept knowledge to construct opinions in
academic writing. Therefore, | argue for a relaxed triangulation of linguistic styles of convincing
voice as to accommodate and give strength to additional language students’ writing. This could
help additional language students engage more with other writers’ text, and enable voice and

subjectivity in academic writing in English as the language of instruction.

In positivist views, academic writing problems are student centred with the students expected to
acquire skills that will enable them to write properly (Street, 2004). On the contrary, socio-cultural
views relate academic writing as a developmental genre obtained by students through partaking in
the academic discourse. Academic writing thus, shifts from the technical individual skill required
from students to incorporating the university context in which the student is placed. Thus, writing
in academia exclusively assumes the status of *...a social and disciplinary practice’ (Lillis, 1999.
P. 26), with students as the audience that partake-in-the process. In the same vein, Boughey, (2008)
foregrounds literacy at university-not as-a-totality-of technical skills of reading and writing, but
rather as a combination of new practices students.take -on-including new identities, new social
realities that are foreign to these students’ daily subjective language and life. Students, in new
subjects (roles) at universities (discourse communities) as writers, reposition themselves while
forming new identities; new status; new class and an enlarged linguistic capital in order to be
serviceable within these communities; yet still-functioning within the values and practices they as

students brought in (Ivanic & Camps, 2001).

In light of the above, the imposition of a banking system of the language used in writing could
instil subtle resistance, especially in additional language students as they struggle to tease out what
is required as academically correct from the heteroglossia of their linguistics (Bakhtin, 1981).
According to Bakhtin, (1981) a heteroglossia is all the lived linguistic variety of each individual.
The theoretical stand in my study views academic writing as a sight of struggle and resistance in
that, every scholarly thought is the lived experience of someone who has already uttered that. New
students in their struggle to construct their lived experiences utilise linguistics that is not in line
with the centripetal view of formal language use in writing. On the contrary, not fully aware of the
intellectual ownership that lurks within the demands of voice in academic writing, some novice
English additional language students draw from their lived linguistic heteroglossia, which confuses

meaning and breaks down communication. It is thus a limitation to ignore the lived through
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linguistics of some students in academic writing. Since every articulated word is done within a
social context, as ‘centripetal’ views of language erode the realities of ‘heteroglossia’ of languages
that exist within communities of practice (Bakhtin, 1981, p. 270). My study pursues a move away
from a centripetal to a centrifugal understanding of voice and subjectivity in academia that
recognises and values the South African additional language students’ views in discursive writing
(Bakhtin, 1981).

2.5 Genre Theory and Additional Language Construction of Voice in
Academic Writing

According to Paltridge, (2014) the word “genre” has a trajectory from the comprehension of
second language writing (L2) to the use of English for special purposes in communicative contexts.
Genre in the context of this study will be understood in terms of category or characteristic of
scholarly written pieces. In genre theory academic writing response to acts of communication that
constitute meaning, which in turn socialises the student.through the use of diverse languages in
which students equally construct:meaning for shared understanding. Though genre theory might
seem to complement socio-cultural theory 1n signposting language as a resource to construct
thoughts in social contexts (Hyland, 2003), in the South African multilingual context, the genre
might not be academically serviceable to-additional language students. This might be because,
genre standpoints that language_‘is never independent of the social world, is mostly not practical
in multilingual contexts because not all languages are valued in spite arguments that, language

always occurs within, as well as shaped by cultural contexts (Gee, 1990).

Genre and socio-cultural theorists see academic writing as a social practice made possible through
a dialogic response to different audiences that integrate a multitude of voices in its discursive
writing (Bakhtin, 1986; Hyland, 2003). Yet in this academic context, a centripetal understanding
of language is mostly elected and celebrated. Thus, first-year university students who are mostly
naive of the huddles of the academic arena struggle to engage with the thoughts of other scholars.
In their ignorance, these students copy and paste, with major allegations of plagiarism warnings,
that makes them even more nervous at this level. In this study, | attempt to argue for the recognition
of each student’s voice as expressed within the context in which the student is exposed to. Thus,
though genre theory recognises language as embedded in social realities, this perception is fixed
and might be impractical in contexts with diverse students’ views shaped by forces outside these
students’ intellectual lives.
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My study discusses a consensus in the genre and socio-cultural theory that points to a shift from
the individual cognitive ability to an intellectual practice situated within the context of writing
(Johns et al, 2006). But this should be viewed holistically in a sociocultural sense that values both
first as well as additional language students’ expression of ideas in academic writing. This is
because, in the context of writing, novice students as scholars make linguistic choices to express
thoughts. This is then seen as a choice that allows additional language students to artistically model
language in theoretically insightful pieces of writing that expresses voice as personalisation of
knowledge (Carstens, 2012;). Academically, genre theories propose an explicit and systematic
approach of pedagogy that could empower English additional language students with the relevant
discourse to explain how language functions in the social context of writing (Hyland, 2003).
Therefore, though genre allows a holistic shift of additional language writing from, the
psychological factors of students’ struggles to a socially informed theory of language as social

semiotics, genre theory is not flexible enough-to-be.used in the context of my study.

Besides all that | have said in regard-to-the genre theory,-the genre approach has contributed
immensely to second language learning even though amidst great criticisms. It is mostly criticised
for focusing on text, as well as seeing students’ writing skills or shortfalls that require quick fixes
if the students are provided with relevant tools (Hyland, 2003). In light of this, the academic
literacy approach under literacy-as a social practice approach fills the gap by viewing students’
writings as constitutive (of identities and voices) to be contested, rather than something to be fixed.
These views also understand that interpretation of meaning could be a serious setback for some
additional language students (Street, 2004). Accordingly, writing theoretically turns out to be a

social practice, since it is always about something whether it is skills or reproductive learning.

2.6 Multimodality Theory in Language Education
My study drew on other modes of communications, like visual cues, and other spatial sources for
clarity and comprehension of the concept of voice in academic writing in line with the needs of a
fast-changing higher education (Archer, 2014). Generally, multimodal could be viewed as the
artistic use of two or more communicative modes to construct meaning. These range from image
to gestures, spoken and written language (Sperling et al., 2011). In view of globalisation, and
relocating individual knowledge for the construction of voice in scholarly discourse, multimodality

seeks practices that are beyond writing in academic literacy. For instance, the spoken language
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could be given effect through various multimodal modes (Archer, 2006). Drawing on Archer,
(2007) a multimodal theory in a South African context foregrounds literacy as a social practice
and gives voice to multilingual students who struggle to express views in an additional language.
It, therefore, links with the genre and socio-cultural theorists’ claims of empowering additional
language students with tools to actively participate and communicate in academic literacy for self-
growth.

Drawing on Sperling et al.’s, (2011) performance metaphor, and the premise of voice as an infusion
of values and ways of being in shared communities, | expand the need for the craft of written voice
to involve all other semiotic systems in other to tolerate diverse voices in academic writing in the

twenty-first-century discourse.

In closing, | wish to point out that, so far, | have discussed theoretical issues that I believe are
relevant to my study. Of significance is also-the-review of some empirical views and claims of
other scholars that underpin my understanding-of-the-issue of voice and subjectivity in academic
writing, particularly English additional-language-students of-my context. | have also discussed a
Bakhtinian sense of voice and subjectivity as a semiotic mediation in this study. Thus, | consider
language in this study to be fluid, open-ended, provisional and flexible for me to interact and
propose meanings in a continuous manner, a semiosis (Sivasubramaniam, 2015). My study,
therefore, foregrounds a centrifugal view of language over a centripetal view away from normality

since every meaning is viewed as a sign (Bakhtin, 1986).

In sum and spirit, | believe that my arguments here support Postman & Weingartner, (1969)
assertion that, language needs to reflect the human condition and help man to make a difference in
order to be effective in communication, likewise education. A view | ventriloquize in this study to
support the functional value of language in the assessment process of some diverse students in
first-year university writing. The words on this page, also express my identity, my voice and how
| relate, to the world. Equally, the very basis of what some first-year additional language students
do with language is very important to me as a language education student. For though these new
students’ emotional structure might say ‘I can’t do or understand it', when encouraged the mind
filters and does it, educating the mind not to fizzle as “the Subaltern who cannot speak” (Spivak,
1988, p. 104), yet always needing a voice in writing. A need for deviation from the norm is

invaluable in the South African context as to discard what does not work and institute what works.
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Of pre-eminence in this study is the reinforcement of a Bakhtinian concept of voice that captures
the issues of multi-voice in academic writing of diverse students. These issues will help design the

study and further help to gather the data relevant to conduct this study.

In the next chapter, I will discuss the methodology of this study and why | selected the specific

design to mine data that will help answer the research questions in this study.
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CHAPTER THREE
RESEARCH METHODOLOGY

3.1 Introduction
My previous chapter presented relevant literature as an awareness-raising exercise in support of
my arguments of a possible influence of English as an additional language that enhances students’
creation of knowledge in academia. The underlying premise of educational research then subtly
nestles into knowledge construction, with some scholars arguing that knowledge is ingrained in
the language of any intellectual community (Lantolf & Thorne, 2007; Uwe Flick, et al, 2004).
Similarly, I considered academic writing in my context as a complex instrument that enables the
novice scholar, to voice shared knowledge. This is to suggest that, entry-level students’ writing
need to communicate and resolve the required intellectual issues for success. In this context, voice
and subjectivity also project academic writing as a means of knowing. However, a nurtured voice
and subjectivity in academic writing-is-irresotuie due to-the elusive nature of the language in
practice (Stake, 2010). The above considerations might influence first language IsiXhosa as well
as Afrikaans students in my study and motivate a functional understanding of voice in academic

writing.

In light of what I have mentioned abeve,-this-chapter lays,out the research methodology, the
research questions, sampling techniques, research instruments and the procedure I used to collect
data. The current study is qualitative (Blaxter, Hughes, & Tight, 2010 p. 123). A qualitative driven
design in this context was influenced by the fluidity of language (words) and the unquantifiable
nature of the human mind during the construction of ideas on paper (Merriam & Tisdell, 2016).
Therefore, this chapter describes the various stages of the design and methodological construction
of my study. It situates the sample and the population that generated the data I collected, which is
followed by the needed detailed thematic analysis discussion for recurring topics. It will then
present the research instruments, which were semi-structured interviews, document analysis and
field notes justified by the theoretical choice of the instruments. | will discuss the research site
after that. In addition, I will also present my role as a researcher. | will then include the period of
the study. Finally, I will discuss ethical issues and reflexivity of the current study. These will

heighten the scholarship in this chapter.
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3.2 Research Paradigm / Research Methodology
According to Tuli (2011), a paradigm is a theoretical lens with which shared research communities
see a phenomenon and the methods to be followed in studying the phenomenon. In the analysis of
educational research, Cohen, Manion & Morrison, (2007) discuss the need for researchers to
clarify the research construct they work in, which is mostly motivated by “fitness of purpose’. This
purpose determines how the researcher aligns actions and thoughts in search of a reality that
communicates knowledge within a particular community, context or discipline. By the same token,
Denzin & Lincoln, (2018, p. 56) argue that qualitative research takes place within a set of beliefs
that are fused in theory, ontology, epistemology, and methodological process of interpretations. It
is within this understanding that while some researchers argue that truth including experiences
needs to be objectively tested for clarity, others argue that the individual as the real object of
inquiry should be allowed an opportunity to report on their own lived experiences of the social

world (paradigm) (Denzin & Lincoln, 2018).

According to Lune & Berg, (2017).our lived experiences-are -normative experiences which might
not reflect the lived experiences of others. This is because the meaning individuals assign to certain
things might come from the quality of the norm within a context or time. The focus of language in
my study calls for the essentials of quality and those values which are in keeping with qualitative
methods of data collection. That is why to understand the influence of English as a language of
teaching and learning in the writing of some isiXhosa and Afrikaans students, within an academic
literacy context, | used qualitative methods to collect and analyse data. The use of qualitative
methods in this study was meant to understand students, lecturers’ and tutors’ perceptions of the
comprehension of subject matter and voice construction in written assignments. My consideration
of qualitative methods aligned with my arguments voiced above for the need for active
participation in the meaning-making process by each individual as the objects of inquiry in my
study. Denzin & Lincoln, (2018) refers to the research process as interpretive, though
interpretations may vary within each research paradigm. | now move on to introduce the five
standardised qualitative paradigms in order to justify why I considered my choice of qualitative
methods was suitable for this study. These paradigms include positivist & post-positivist, critical,
feminist, constructivist-interpretivism, and participatory-postmodern-post-structural frames
(Denzin & Lincoln, 2018, p. 56).
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Generally, positivist and post-positivist stances interpret the social world in objective and
statistical methods. On the other hand, constructivist-interpretivist researchers refute this view of
the social world with arguments of a multi-voiced reality construed differently in respective social
context sometimes influenced by language (Cohen, Louis, Manion & Morrison 2018). Aligning
with my focus on language, 1 am inclined to situate my present chapter in a constructivist-
interpretivist paradigm that constructs the multi-voiced socially shaped reality in which students

and lecturers were participants in the research.

Creswell, (2014) argues that constructive-interpretivism contests a numerical, proficient and solid
understanding of society. By the same token, Lune & Berg, (2017, p. 12), argue that, since
qualitative research refers to the meanings, concepts, definitions, characteristics and description of
things, issues like feelings, interpersonal relations and personal values might be problematic to
qualify. My use of qualitative methods in this study is meant to support the concerns of the human
beings’ development and the forces at work.in-each.individual’s life (Creswell, 2014) based on the

principles of constructivist paradigms™

The multilingual context of South Africa featured in my study merited a focus on language and
comprehension in the writing of some first-year university students. My constructivist
epistemology, in this chapter, facilitated the use of qualitative methods, like one-on-one interviews
that gave me an insight into the forces within the particular participants’ academic development.
In this context, the lived experiences of the student. participants, tutors and lecturers during
comprehension and construction of knowledge in academic writing assumed particular centrality
in my study. My positioning as a constructive researcher in this chapter asserts Cohen, Louis,
Manion & Morrison (2018, p. 6) emphasis on “an understanding of the ways in which individuals
and social groups create, modify and interpret the world in which they find themselves”. It was,
therefore, my consideration here that, for the ‘knower and the known’ to interact in ways that
shaped one another, qualitative methods of interacting with the participants were necessary. These
involved, semi-structured one-on-one interviews, analysing of assignments and the field notes
during one-on-one interviews for specific data that could bring out required themes in my study
(Denzin & Lincoln, 2018, p. 56)

In keeping with what | have cited above, a constructivists-interpretive approach in my South

African context, was thus motivated by concerns of each individuals’ ability to create their own
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actions and negotiate ongoing meanings for the fulfilment of various needs (Cohen et al., 2007).
My use of qualitative methodology which involved students and lecturers as participants were
meant to signpost the natural environment of the university in which through language students
and lecturers subjectively co-create multiple realities (Flick, et al, 2004). In order to signify my
interest in this study, | made use of a variety of data collection techniques as a case study, semi-
structured individual interviews, document analyses, field notes and personal experiences. This
was to show consistency with qualitative scholars’ arguments that human actions need to be either
observed or interviewed and interpreted in order to enlighten the participants (Merriam, 2009). At
this juncture, | identified the ‘world views” of a socially constructed multi-voiced reality that
influenced my attempt to understand the views of students and lecturers when voicing thoughts
within an academic literacy course in my context (Creswell, 2014, p. 35). Based on what | have
said so far, 1 am inclined to believe that my constructivist-interpretive lens resonates with
Creswell’s position in that, exploring a possible influence of English to additional language
students when constructing voice and subjectivity-in.academic writing is consistent with the reality

of the individuals.

In this study, the above-mentioned theoretical consideration stirred my curiosity to explore issues
of voice and subjectivity in additional language students’ academic writing. Thus, hemmed in the
aims of this study was Cohen, Louis, Manion & Morrison, (2018, p. 175)’s assertion that ‘an
interpretive paradigm rest, in part,-on a subjectivist, interactionist, socially constructed ontology
and on an epistemology that recognised multiple realities, agentic behaviours and the importance
of understanding a situation through the eyes of the participants’ (p, 175). As | have argued above,
in trying to understand human participants in their natural environment serves to embody personal
views, meaning, personal values, interpersonal relations, beliefs as well as individual feelings of
the participants. 1 am inclined to believe that these views resonate with the core of my study, which
was meant to understand students and their thinking of issues in university as a community of

practice they chose to join and experience membership in it.

In light of the concerns on issues of emotions as well as multi-voiced socially constructed world
views | have raised above, this chapter is conceptualised within a constructivist-interpretive lens
of a socially constructed and interpretive reality. As such, | was convinced that a constructivist-
interpretivist paradigm, which is concerned in individuals, principled on small-scale enquiry,

where participants negotiated meanings through participation was suitable for this study (Cohen
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et al, 2007). Besides, the non-statistical data synonymous with the collective recreation of social

life and meanings that could effect change was crucial to this study.

My methodology is meant to discuss the research process from the theoretical paradigm that
informed the design to the methods as well as instruments of data collection and analysis (Cohen
et al, 2012). Having signposted the theoretical choice of a constructivist-interpretive lens in my
study, | felt that it was imperative for me to use those qualitative methods and instruments that
would facilitate and support my exploration of the influence of English on first-year additional

language students in academic writing (Paltridge, & Starfield, 2007).

3.3 Research Design
A research design might mean the logical or sequential steps the investigator employs to connect
evidence to research questions and findings (Yin, 2014). According to Denzin & Lincoln, (2018,
p. 54) ‘a research design situates the researcher in-the empirical world and connects them to
specific sites, people, groups and-bodies of-interpretive. materials, including documents. |
envisaged the established constructivist-interpretive framing constructed this discussion as a

qualitative study underpinned by a socially ¢onstructed reality (Walsham, 1995, p.77 & 2006).

Having been concerned with the language of academic writing (English in my context) my
discussion in this chapter focused on the qualitative methods I used to understand some first-year

students (isiXhosa and Afrikaans education students in-a professional development course) in their
new roles as scholars. According to Lapan, Quartaroli & Riemer, (2011: p. 1 & 8) qualitative

research focuses on the study of a phenomenon within the world of the participants without

attempting to generalise conclusions.

Based on the meaningful claim of particularisation, my use of qualitative methods in this study is
not to generalise my understanding of all students. Instead, the qualitative methods of a case study
I chose were meant to understand the thoughts and values of the particular student participants in
my study. A case study approach seemed appropriate in the context of my field in that, English is
not the first language of most students. My own experiences are therefore not excluded as | have
stated before. Hence, qualitative methods that are either interpretive or critical and circled in
hermeneutics, were applicable by me to facilitate a subjective interpretation of knowledge
constructed from data to address the aims of my study (Merriam, 2009).
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Needless to say, my subjective decisions in the collection of qualitative data, relates to
constructivists views of lived experiences that enlightened me as an investigator in the research
process. According to Tuli, (2011), this form of inquiry enlightens the sensible, and interpretive
nature of qualitative research as an approach grounded in the lived experiences of individuals.
Therefore, in this qualitative investigation, | discussed, and described, the ways some first-year
students, express meanings within the context of an academic literacy program in education, and
not the totality of the whole student behaviour (Newby, 2014). Hence, my context necessitated
using the lived experiences of the participants as meaning-making agents for change or growth.
The IsiXhosa and Afrikaans first language students under study necessitated understanding that is
subjective to the norms of intellectual rhetoric. The reasons for this are that the meanings ascribed
to academic writing as an intellectual dialogue are what gives quality to this form of writing (Lune
& Berg, 2017).

My inquiry helped me to understand-that,- though-the-quality 1s subjectively understood, meaning
that can cause change or growth-within other forces-of influence (language being one) in the
academic context is mostly the ascribed context of meaning (Lapan, Quartaroli & Riemer, 2011).
These considerations made this study qualitative research that was holistic and unique in my
multilingual context of South Africa. The specific data collected only for the purpose of this study
further nullified generalisations of: any sort in my context. Although data was applicable in my
context, it was never meant for:the purpose of ‘generalisation as it was meant to support the

feasibility of this inquiry.

Current studies show qualitative research as a form of inquiry that values diverse and natural ways
to explore and understand the phenomenon, flexibility that nurtures creativity (Creswell, 2003). |
used daily conversational means with students and lecturers in my study as active participants in
the construction of meaning in academic writing. The use of language, artistic works and other
semiotic system removed the notion of a statistical laboratory in quantitative studies to the natural
settings of a university classroom. The data collection process afforded me a unique
comprehension of the meanings constructed by participants. Participants constructed meaning
through the use of language and other semiotic means like facial expressions, gestures and
deportment during interactions of data collection that enabled me to get thick descriptive

information for analysis (Flick et al, 2004, p. 7). My position as a tutor in the faculty of education
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gave me an opportunity to understand the challenges of some first-year students. In my experience,
challenges are mostly encountered by additional language students from disadvantaged language
background schools. This consideration resonated with qualitative researchers’ interest to explore
the complexities of social interaction and diverse understandings of issues in natural contexts
(Creswell, 2010). In light of this, | organised my data to connect with evidence that could
reasonably address the research problem and questions that guided this study (Cohen, Louis,
Manion & Morrison 2018, p. 175). The diverse methods of semi-structured one-on-one interviews,
document analysis, analysis of field notes and the artistic evaluation of language and deportment

of participants made this inquiry more subjective.

Denzin & Lincoln, (2018) discuss the use of more than one method in qualitative research to
provide more information on the researchers’ concerns and to validate understanding of the
research problem. | felt that a constructivist view of triangulated data in which the influence of
language on some additional language students.was considered from at least two or more
perspectives was significant in ‘the contexi-of-my-study (Denzin & Lincoln, 2018, p. 779). The
one-on-one semi-structured interviews-on-lecturers-and tutors in my study allowed me to
understand the research problem from different perspectives. Here 1 was made to understand
lecturer’s perceptions on student’s ability to construct voice in academic writing in their new roles
as first-year students. The use of more than one method of data collection resonated with Denzin's,
(2012) claim of validity in research findings: In {ight of'this, in‘'order to understand the perceptions
of additional language students, | have used, qualitative methads, which | believed were suitable
for my study and these were: in-depth interviews, Field notes from one-on-one interviews and

document analysis (students’ essays).

Typically, qualitative research uses various strategies, like a case study, ethnographies and
grounded theory (Yazan, 2015). According to Denzin & Lincoln, (2018) case study is a strategy
of inquiry that authorises the researcher to use specific methods like interviewing, observations
and document analysis to connect to the collecting and analysing of data. This study employed a
case study as a qualitative strategy of inquiry that enabled me to use specific methods to achieve
the aims and answer the research questions. I, therefore, worked with a single case of ten first-year
English additional language students, two tutors and two lecturers who made the participants for
the phenomenon | studied in the University of the Western Cape. This was meant to help me

understand the specific students (case) in the context of their lived world, the university in my
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context (Cohen et al., 2012). The influence of English as a language of tuition on first-year
additional language student’s ability to construct voice and subjectivity in literary writing then

assumed particular primacy in this context.

My choice of a qualitative approach appeared to be consistent with the research questions and the
aims of this study. This is to suggest that it could have been problematic if | had tried to
comprehend students and lecturer’s perceptions in my context in a positivist rule-governed
guantitative theoretical approach. As indicated above, qualitative methods that are entrenched in a
constructivist-interpretive assertion are flexible to understand issues of the mind. That is why |
believed that qualitative methods gave me room to explore social difficulties experienced
differently through different perceptions and understandings (Ritchie, Lewis, Nicolls & Ormston,
2014). Since the purpose of educational research is to recognise new knowledge, a systematic
qualitative design seemed to be commensurate with the interpretive lens, while validating my
understanding of additional language students in-their roles as students. The norm is for these
students to acquire literate practices from-tecturers-and-tutors'in the roles of educators (Cohen,
Louis, Manion, & Morrison 2018).

In keeping with the merits of qualitative research | have discussed in the previous chapter, | hasten
to indicate that the characteristics of qualitative inquiry provide the stimuli and synergy for this
study. The following professed-characteristic-of qualitative research by Stake, (2010, p. 15)
underpins my argument of a possible influence of-English on some additional language student’s
construction of voice in academic writing:

1. Qualitative research is interpretive and is intrigued by human affairs as understood by
different people. Multiple meanings are valued according to context and time. The rationale
of my study stems from my involvement with additional language students in the faculty
of education at a university in South Africa. | felt the need to investigate the challenges of
some first-year additional language students and their struggles to express written views in
English within a literacy course.

2. Qualitative research is experiential. It is empirical and takes place in the field and not in
laboratories. It emphasises observation by what participants see and not feel. It attempts to
be naturalistic and in keeping with the view that reality is a human construction. The field
in the context of my study was the university setting, where through one-on-one interviews

and the analysis of documents each student’s reality was understood by me as a researcher.
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3. Qualitative research is situational. The research is concerned with individuals and
happenings, each in a unique and detailed context and time. It is holistic in nature without
generalisations. This study was built on an academic literacy course EDC111 in the faculty
of education aimed to introduce novice students into acts of literacy

4. Qualitative research is personalistic. It is in-depth and works to understand individual
perceptions through one-on-one interviews. It selects unique yet diverse participants.
Issues are mostly viewed from an epic (Participant’s) perspective more than an etic
(researchers’) perspective. Ethical consideration observed with no physical harm to human
participants. The researcher is often viewed as the main instrument of data collection
(Stake, 2010, p. 15). | obtained ethical clearance to explore the challenges of first-year
English additional language students as part of my M.Ed. course at a university in South
Africa.

I have considered the above-cited qualitative methods which further gave me an opportunity to
understand why the individuals (students, leeturers.and tutors) in the context of my study made
certain choices. | envisaged that the-empirical-process-of inquiry in this study was meant to afford
me with knowledge of how some, students’ accrued-knowledge could be scaffolded as lived
experiences for creativities applicable in academic writing. This is to suggest that, the university
in my context is mostly not tolerant of diverse perspectives of reality (Kirk & Miller, 2011).
According to Flick, (2004) investigation that attempts to understand how personal experiences can
be relocated for creativity in academic writing s feasible through interviews and documentation
that theorized social life. 1 did mention language in my context as a tool to create written views.
Language in the context of this study is tied to what could be viewed as knowledge and quality. A
qualitative approach, to research, shapes the understanding of knowledge that is interpreted
through the language the participants is most comfortable with. University as a natural setting
shapes first-year students to comprehend and construct meaning using concepts that are coded in
the language (words) (Creswell, 2003). I used qualitative methods as the research design that

informed my judgments to address the research questions and aims of this study.

In my view, a quantitative methodology seemed bounded and not appropriate for me to explore
the phenomenon of voice and subjectivity in additional language students’ writing in light of all
that | have voiced so far. Contrary to this, a qualitative methodology that deals with the nature of
the phenomenon in social interpretive-constructivist can help relate to the core of my research

questions. | wish to say that, the qualitative research methods I used afforded me with ‘a holistic
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understanding of the research participants’ views and actions. This was made possible through the
use of daily techniques of interviews, field notes and document analysis (Ritchie, Lewis, Nicholls
& Ormston, 2014 p, 13).

According to Walsham, (1995, p. 75), an interpretive approach to research sees reality as a social
construction which makes the researcher and the whole process of enquiry a social activity within
a shared community of practice. In this study, | was actively immersed in the process as an
investigator who collected specific data from participants in the university as a community of
practice. Furthermore, as a student investigator, | am aware of the challenges some of the additional
language students in my study could face when voicing thoughts on paper. Kirk & Miller, (2011)
state the importance of objectivity in qualitative research. In this qualitative enquiry, objectivity is
realised through the acknowledgement of participants in the university as their natural context. My
explicit information to the participant that data collected by me as an investigator was for the
purpose of this study only was meant to gain-trust.-l.believe that this study could motivate further
research. But for the sake of quality; the study-itsetf-might not be justifiable for reproduction by
other researchers since context; time and.issues might not be the same. Taking into consideration
my discussion of the issues in this paragraph, | would like to say that, the neutrality of this study
came through the empirical exploration of the phenomenon using various instruments for valid

data, which had nothing to do with quantification or numbers.

I wish to explain at this point that the theoretical views | have mentioned oriented my exploration
of how linguistic influence could impact the socio-cultural interaction as well as the academic
advancement of ten first-year English additional language students. My study also tries to
understand how these same students reposition themselves in the required clear and concise writing
of academia. In other words, | wanted to see how these students comprehend and reconstruct

meaning in answers to assignments submitted to lecturers and tutors.

In view of the stance of my study, qualitative research is sensitive to issues of identity, voice, inter-
subjectivity and agency. The views in this study, therefore, reflect that of a socially constructed
reality that is impossible to compartmentalise or prepared in a laboratory due to the varying
perceptions and reaction on issues of meaning and knowledge construction (Ritchie, Lewis,
Nicholls & Ormston 2014, p. 12). My reflection is based on the fact that knowledge permeates

issues of culture as well as tolerance for what counts as knowledge. In addition, truth is mostly not
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absolute and, in some context, it involves feelings and cultural values. The data collected from five
isiXhosa and five Afrikaans students indicated a concern when the truth is amalgamated with
numeric analysis as a unified truth. Language in the context of this study displays different
interpretations from students. Attempts at voice construction in assignments also show little or

some or sense of interaction in the written documents.

In my view, the qualitative design of this study resonated with multiple views of reality which is
inter-subjectively constructed by agents through language and other semiotic patterns, rather than
homogeneous recitalists of reality that is absolute (Stake, 2010). My interaction with students and
the lecturers during the data collection process signposted a need for competency in literate English
that could enable the first-year students in my study fully engaged in writing. My intention in this
study was therefore not to undermine the students in any way. On the contrary, my purpose was to
understand these students struggle for eventual intervention. Recommended intervention on these
students could be done in ways that could stimulate-and reposition already known daily knowledge

of these additional language students to-intetiectual-conceptual frames.

According to Creswell, (2003) qualitative inquiry is essential because it enables the use of imagery,
and other holistic creativities by the researcher to bring together the voices of the participants and
the intellectual process of the research. Likewise, Merriam & Tisdell, (2016, p. 7) state that,
contemporary views, value qualitative research as'a way of ‘giving voice to marginalised people’.
In light of this, within the academic literacy course, 'l based my study on language as a tool of
subjectivity in academic writing. | have reasons to believe that this understanding, could make the
language of the discipline a constraint or a strength to some additional language. These concerns
resonate with my arguments on the need for an exploration into how some first-year English
additional language students grapple to construct voice in scholarly writing that indicates
membership into the academia. The use of qualitative methods of collecting and analysing data, |
am inclined to believe gave voice to the additional language students who might have felt insecure

to enlighten me on their understanding of voice in university writing.

The qualitative enquiry was, therefore, to gain an in-depth understanding of the particular group I
was interested in, which was ten first-year English additional language students, rather than an
arbitrary description of the general student population of the university (Stakes, 1995). This

specification resonated with Ritchie, Lewis, Nicholls & Ormston's, (2014) argument that
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qualitative research is inherently built within an interpretive and constructivist paradigm in a
natural world where knowledge is studied and meanings interpreted. In the context of this study,
participants were respected, since | interpreted meanings based on the views of these participants.
It is in this theoretical understanding that | set my study within the context of a university.

The qualitative methods of document analysis in the form of assignments or hand-outs from
lecturers’ and tutors to these university students assumed a particular immediacy and centrality in
my study. The field notes further presented me with valued knowledge on the complex role of
language in the process of knowing and construction of thoughts. Thus, the desire to get rich unique
data that addressed my aims, questions, without an attempt to generalise the phenomenon under
study-oriented this study towards qualitative methods. Finally, through exploratory and
explanatory procedures of collecting data like in-depth interviews, and document analyses that |
have mentioned above, | attempted to understand each of these additional language students’
unique reality as well as each lecturer's perceptions.on voice and subjectivity in academic writing
(Yin, 2014). The above prompted the useof precise-technigues that gave the desired outcome that
might further open up avenues for-future research-(Cohen et-al, 2012).

The issues | have discussed so far can help charactéerize my study as a qualitative study that
employed precise instruments and techniques during the enquiry. This is to suggest that qualitative
methods mostly use words, images, artefacts in-the forms of documents and thick descriptions to
assess the quality of issues (Cohen, Louis,. Manion ‘& Morrison, 2018). Thus, my decision to
conduct semi-structured in-depth interviews with five IsiXhosa, 5 Afrikaans students, 2 tutors and

2 lecturers was meant to get an insight into the experiences of these participants.

From the above-discussed perspectives, | hasten to suggest that the underpinnings of qualitative
approach made it a meaningful fit for my study as a holistic inquiry. This, | believe is in keeping
with the essential nature of the qualitative enquiry, that is interpretive, experiential, and situational,
as well as personalistic (Stake, 2010, p. 14). The qualitative methods, therefore, resonated with
Stake's, (2010) idea of studying the ongoing ways of professional people and how reasoning is
shared within this intellectual community. Hence, in this study, | selected a single case of registered
first-year education students who were busy with a professional development degree (B.Ed.). My
choice of using English additional language students, then chimes in well with the position that

Stake (1995) voices in support of the particular case and the negation of the general student
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population. In addition, my position as the investigator who is needed to bring together students’
individual ways of doing and the ways things are required to be done in the university as a research
site, is consistent with Creswell's (2014) view of the researcher as the main instrument as a valued
position in my study. As such, interpretation was crucial since my knowledge of explored issues

was used to comprehend the participants’ knowledge of how these participants view issues.

From my discussion above, | probed a case of five first-years, isiXhosa first language students and
five first-year Afrikaans first language education students at a university in Cape Town, South
Africa in this study. In order to have a feel of the pedagogical implication of the phenomenon, |
made two lecturers and two tutors also part of the case. Their roles were to give in-depth
information on how the phenomenon voice and subjectivity is valued in academic writing of first-
year education students studying a four or five-year professional development course. Thus, the
case in this study focused on additional language education students and the influence of English
on this diverse group of students when expressing voice and subjectivity in academic writing
(Merriam, 1988). Therefore, | atiempted-to-identify-and-explain these students’ challenges using
specific qualitative techniques for-datacollection-and analysis.

In qualitative design, case studies describe individual situations in-depth for the holistic handling
of the specific case, bounded by some unifying factors, without trying to generalize issues (Cohen
et al, 2012). I draw on Yin's, (2014) definition-of a case study as:
An empirical inquiry that investigates a contempaorary phenomenon (the case) in depth and
within its real-world context, especially when the boundaries between phenomenon and
context may not be clear (p. 16).
In organising, Yin, (2014) elucidates that, since phenomenon and context are not well
distinguished in the scope of the case, procedural features become relevant in a case study. So in
explanatory terms,
A case study inquiry, handles the technical distinctive situations in which there will be many
more variables of interest than data points and as one result; relies on multiple sources of
data needing to converge in a triangulating fashion, and as another result and benefits from

the prior development of theoretical propositions to guide data collection and analysis
(p.17).
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The case study in my context allowed me as a researcher to explore, interpret and describe real-
world issues in academia as an attempt to afford a holistic understanding of what necessitated
studying. In principle, Stake, (1995) defines an instrumental case as an object that arouses the
curiosity of the researcher on participants’ (students) challenges as agents of change in the concept
of knowledge. The interest in this particular group of registered first-year students was stimulated
by the statuses of these students as additional language speakers of English. | explored the
perceptions of voice and subjectivity in some first language isiXhosa and Afrikaans students within
a literacy course offered by the faculty of education to develop academic literacy in novice
students. My aim was to understand how these particular students comprehend and construct
meaning within an academic literacy development course when engaging in academic texts (Lillis,
& Tuck, 2016).

According to Stake (1995) this type of case is instrumental in that it facilitated my understanding
of the phenomenon for achieved study aims.-The-aim of the study was to precisely reconstruct and
describe the important case that gave qualified-answers-to the research questions and not the
character of the participants (students) themselves.-I.think that this further resonates with the goal
of qualitative research, which is to ‘rely as/much as possible’ on the views of the participants
within the natural context of the issue under study (Creswell, 2003, p. 3). Thus, through the
thoughts and actions of the participants (students) in the case of this study, I obtained the informed
consent of how voice and subjectivity play out'in some first-year additional language students’

writing.

Generally, case studies are either single or multiple, realised through exploratory, explanatory or
interpretive ways (Yin, 2018). The case of this study was an exploratory single case that gave me
an in-depth understanding of the phenomena in the natural context (the university) of the students.
This made the case exploratory and interpretive in nature where data collected through in-depth
interviews, documents and field notes needed exploration as well as interpretation for findings.
The process of analysis was also descriptive and heuristic to search for recurring themes (Merriam,
2009). Therefore, | decided to analyse data using qualitative methods of discourse analysis and

documents for various themes (Flick, 2014).

| believed that the instrumental case that comprised ten first-year EAL education students

registered for a four or five-year teaching degree in the faculty of education at the University of
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Western Cape will provide viable data for my study. I specifically worked with first-year English
additional language (EAL) students registered for a professional development program in the
faculty of education, in order to gain in-depth, detailed and unique data that shed light on the
challenges experienced by both these diverse students and their lecturers in the literacy progression

at entry-level university.

In light of the discussion here, what was key was an exploration of how voice and subjectivity play
out in one compulsory module, EDC111, (literacy and numeracy) as a bounded system that
introduces these education students into literacy acts (Merriam, 2009). Perceptions on subjectivity
in academic writing further surfaced from the interviews with two lecturers of the literacy course
and two tutors of this same course. The ten English additional language (EAL) education students
were made up of, five home-language (HL) Afrikaans speaking and five HL isiXhosa-speaking
enrolled in this program. The lecturers’ interviews gave prompts on the scaffolding of voice in
academic literacy during teaching and feedbacks-of assessments. This process was realised with
various qualitative data collection-instruments;-as-in-depth- audiotaped interviews, document

analysis and field notes during one-on-one interviews on.all-the participants.

The above-mentioned choice is underpinned by the characteristics of a qualitative case study cited
in Merriam, (2009). According to Merriam, (2009, p. 43) a qualitative case study is particularistic,
descriptive and heuristic in nature. The case“of this study resonates with this characteristic of;
particularistic in that, it focused: on. selected first-year additional language education students,
registered for a four-year professional development program, required to study the compulsory
literacy and numeracy course of (EDC11) in the faculty of education in a university. Reasons for
this particularity is that, within this literacy program, all students are required to respond to
assignments in academic writing that show understanding subject matter. However, English the
language of the response is not the first language of some of these students, which might influence
what these students understand and construct as answers of assignments in writing (Merriam,
2009). I am of the view that the need for research, to understand the struggles of these students is

consistent with discussions on inclusive transformations in higher education.

Notwithstanding what | have said above, one more characteristic that underpinned this case was
the descriptive nature of the phenomenon under study. The exploration process, one-on-one

interviews with the selected group of students gave me an opportunity to understand the audiotaped
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information from the students for interpretation to address my study focus (Merriam, 2009). In
addition, the interpretation of field notes during interviews and documents helped add a thick
description of the students’ experiences as well as the lecture’s perception of voice and subjectivity

in academic writing.

At this juncture, | felt that the heuristic nature of qualitative case study also resonated with the
above choice of the case in that the higher education context of my study is within a multilingual
context, where the language is key in academic writing. This context necessitated an exploring of
individual experiences to understand how some of these students as well as lecturers perceive
meaning differently within the demands of knowledge construction and development (Merriam,
2009). Exploring students within their natural setting, the university as a place to acquire
knowledge and growth resonates with the value of the qualitative case, which in my context is to
capture the complex action of students and their perceptions of voice and subjectivity in academic
writing as a response to assignments (Merriam, 2009). The justification of this research dwells in
the point that, these additional language students-are-studying to go and teach in schools populated
with diverse learners. Comprehension-of what is-valid-as knowledge is thus invaluable in these

contexts, which are mostly multilingual as well as heterogeneous.

The case in this study was the active participation of the selected students (from the functional
faculty of education) in the exploration proeess for me to’’comprehend voice construction in
academic writing. | as the investigator also physically‘identified with some of the challenges these
students might have experienced. As a student, | have and is still experiencing diverse challenges
in the course of my intellectual career as an additional language student. Hence drawing on
Merriam & Tisdell, (2016), the unique case of registered first-year additional language education
students enrolled in a professional development course was meant to understand these students’
lived experiences. This is because an understanding of the personal experiences of these students
in knowledge construction could minimise stigma where some of these students’ thinking can be

viewed as irrational in academic writing.

The rationale of this case made it relevant in its embedded nature within the naturalistic context
of an educational setting of academia. The case then deals with real-life issues of understanding
as well as knowledge construction. This rationale correlates with arguments that almost all human

interactions are infused with issues of cultures and historical background that might be problematic
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if ignored (Stake, 1995). The views | have advanced in this chapter made this case focussed,
holistic and descriptive of the lived experiences of some additional language students within the

proactive context of university training (Merriam, 2009).

Taking into consideration the theoretical choice | have proposed and inspired by a perceptive
socio-cultural constructivist epistemology, and ontology of human participants as the unit of
analysis in the pre-selected case (Stake, 1995), | have proposed the following main research
question for this study:

3.3.1 Research Questions
Main Research Question (MRQ):
1. How does limited English Language Proficiency influence first-year students’ ability to

construct voice and subjectivity in their academic writing?

I have proposed my sub research questions (SRQ) in the belief that these will help address the
main components of my mainresearch-guestion:
Sub Research Questions (SRQ):
i.  What are lecturers’ perceptions on student’s ability to construct voice and
subjectivity in academic writing?
ii.  What are English additional language (EAL) students’ perceptions about their
ability to construct voice and subjectivity in academic writing?
iili.  What evidence of vaice and subjectivity is visible in English additional language
(EAL) students’ texts?

3.4 Research Site

Historically, the research illustrates a highly problematic space in South African higher education,
with its underlying premise being the apartheid regime that intentionally constructed a system of
higher education that will serve its ideologies of white minority supremacy over the black majority
(Street, 2014; Bunting, 2006). According to Bunting, (2006, p. 45), the apartheid government’s
objectives in establishing the University of the Western Cape for ‘coloured people’ were not to
educate. To the contrary, the university training in this context was to enforce the socio-economic
agendas of the apartheid government. A view which resonates with Wolpe's, (1995) assertions that
though established as a higher institution for ‘coloured people’, the geographical location of the

University of the Western Cape made it a factory of human resources mandated for the dominant
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system. Notwithstanding this, the University of the Western Cape in 1982 under the leadership of
late Professor Jakes Gerwel opened access to black students in defiance of the apartheid
government, remarkably with an “aim to reduce the racial inequality’ (Wolpe, 1995, p. 283).

I wish to point out here that, the growth of the university | have mentioned persisted till the 1990s
figuratively attracting attention to the University of Western Cape as a place for Africans. Notably,
the non-compliance to the suggested academic support programs meant for unprepared students

spurred change.

The adaptation of academic development programs that could be a beneficiary to all entry-level
students made the University of the Western Cape what the late Professor Jakes Gerwel called ‘an
intellectual home of the left’ (Wolpe, 1995, p. 286). | hasten to indicate that, this rendition of the
late Professor Jakes Gerwel is profoundly important to this study. | am particularly intrigued by
Wolpe's, (1995, p. 285) view as an interpretation of the programmes that were “aimed at bridging
the gap between the requirements of university:studies and the resources the students bring with
them’. The continuous interest of the university-to-include academic programs that could augment
the first-year student in their new roles-as scholars-strengthened the scholarship of the University
of the Western Cape. This assumes special relevance as the phenomenon of academic development
programs that were aimed at cultivating entry-level students’ literacy in this university was

incorporated in the higher education policies of post-1994.

In light of the above-stated point(s) the:late vice chancellor’s restructuring that progressed into the
post-1994 government of the African National Congress flourished in the resolutely altered
policies on higher education. Such an alteration called for an end to racial enrolment, management
as well as administration in order to meet the goals of equity, democratisation, responsiveness and
efficiency (Bunting, 2006, p. 52). From the historiography | presented above, the realisation of the
goal of linking students’ lived experiences with university studies necessitated using certain
stringent measures and policy enactments and implementations. In addition, the primacy of
academic writing as a demonstration of an understanding of literature, arguments, concepts and
claims that clearly justified relevant issues in discourse needed to be applied in ways that edify

students.

In the context of this study, the language policy of South Africa came to play by promoting

multilingualism (Leibowitz, 2004). The language in education policy also recognized cultural
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diversity as a valuable national asset (Department of Basic Education, Act 27 of 2006). In the
context of higher education, the revised higher education policy again emphasises languages’ role
as well as the need for proficiency in the language of learning (Government Gazette, 2018). This
emphasis is to safeguard the right of each South African student and provide them with full
potential to contribute in the socio-cultural, intellectual, economic and political life of their society

(Basic Education, Nov. 2002, https//pmg.org.za/committee-meeting).

According to Leibowitz, (2004), there is a need for research on the ground in South Africa’s
multilingual context to understand factors that might influence language and literacy. In view of
this, the University of the Western Cape has progressed as an intellectual field to research hubs,
influencing policies, curriculum change and pedagogical improvement (Leibowitz, 2004). Despite
this growth, it is argued that linguistic diversity has made the use of first languages in this
previously disadvantaged area as a language of instruction difficult. The University of the Western
Cape (UWC) language policy approved in.2003-is.meant to foster and nurture cultural diversity
guiding institutional language practices in-order-to-further equity, social development, and respect
for the multi-heritage of South Africans (UWC, C2003/3). The university also prides itself
amongst some of the other universities with a goad policy where Afrikaans, English and isiXhosa
are supposed to be the official languages of the University. But due to the diverse nature of the
student's population in the university which includes international students, English is the language
of communication and study (UWC, C2003/3): Thus, though'Afrikaans, IsiXhosa, Zulu, Sotho and
other South African languages may be used at the primary and sometimes high school level of
education, the University of the Western Cape adopts a language policy of English to
accommodate diversity and global status (UWC, C2003/3).

It is against the backdrop of the above-stated language status that the transition from high school
into university becomes complex, risking alienation when it comes to some diverse students from
disadvantaged schooling backgrounds (Boughey, 2008a). According to Ivanic, (1997), the
university as a discourse community foregrounds issues of identity that ought to be voiced by the
student in their new roles as scholars. In this context academic literacy is complex and the
university as a fresh ground requires resourceful lived experiences to negotiate and engage with
other voices calls for more attention. This is because, primarily some learners start primary
education in their first languages and complete in an additional language experiencing changes in

the language of instruction in different phases and schools (Sheik, 2011).
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Generally, some first language Afrikaans medium learners encounter English as an additional
language in high school. Likewise, learners who have been taught in other African languages
experience English in the senior phase as an additional language. Learners at the high school level
have mostly spoon-fed information, with a less challenging task that requires them to critically
think and use concepts to construct thoughts on paper (Mggwashu, 2008). This includes additional
language students who come from secondary schools that have rarely afford them opportunities to
engage in critical writing activities (Dornbrack & Dixon, 2014). On entrance into university, these
students are not only required to comprehend lectures and take notes but are required to produce

thoughts using discipline-specific vocabulary and concepts (Boughey, 2008).

This is a requirement that sometimes isolates these entry-level students who might be dazed with
the demands of academic responses. Research indicates this isolation mostly in additional language
students’ attempt to engage other writer’s thoughts.in reflective writing that indicates subjectivity
(Boughey, 2008). This argument seems-to-say-that, those-who come from non-Anglophone
backgrounds do not have a place-in the-university. This.is-to suggest that, students who do not
come from English speaking or come from a French and other diverse background do not have a
place in universities with top educators. For, academic writing is an assembling of scientific
language in the form of words that facilitate critical thinking and the construction of knowledge
(Government Gazette, 2018). Assuch academicresponses to tasks by students necessitate effective
use of the language of the discipline that embodies-the scientific knowledge the student is exposed
to. Therefore, inability to assign the required response to tasks seems to be an indication of not
fitting in, which might justify why additional language students could be perceived not to
comprehend this form of knowledge.

Taking into consideration the location of this study, the above-stated deliberations make the
escalation of the University of Western Cape from its racial inception to ‘a Place of Quality and a
place to Grow’ (Professor Cecil Adams, 1995) significant. Thus, the University of the Western
Cape afforded space for me as a researcher to express my views in ways that the University can
take pride as a place for continuous growth and fulfilment. In consistency with the new language
in education policy, the language education department’s socially-aligned with epistemology and
open dialogue research approaches that nurture the accrual of human agency that sustains a non-

racist, non-sexist and multilingual South African academe (UWC).
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The faculty of education offers various courses to develop the diverse entry-level student
population in academic literacy. This study was built on one such literacy academic development
programmes that strives to develop education students to be professional teachers in the twenty-
first-century educational context that demands critical thinking. The rationale for the choice of the
research site resonates with Denzin & Lincoln, (2018)’s argument that the 21%-century society
yearns for diversified voices and identity in academia as well as the general society that would
value the old as well as new philosophies. Hence the relevance of research in the university setting
as sites of development that further links to the greater society become crucial. The reason for this
is that within the faculties and departments of various disciplines there are manifestations of real-
world activities and individuals’ struggle for growth. | wish to argue that a constructive bridging
of the sine qua non of university studies and the resources additional language students bring with
them could be reinvigorated through a comprehension of voice and subjectivity in academic
writing, which this study explores.

3.5 Research Samples/Technigues

Population Sample
LAl erate 5ampj,e,jzh' h could afford me understanding on the
_,‘pgkirt}‘bn Qcidt_réf'f_s and st de_'_r’,\_fs have'on the construction of voice and
A f m subjectivity in academic writing’
I %" To expldre tﬁ.e[t’iflﬂ‘q;nce@f English rin’.the comprehension and

construction of voice and subjectivity in the academic writing of
additional language first year university students

| believed that purposive sampling was the most productive sampling to
" answer the research questions. This was selected from registered
Te C h n I q u e students of a B.Ed. program in a university in Cape Town.
Ongoing interpretation of data presented the student participants who
voluntarily participated in the study including the lecturers and tutors
who helped identify missing voices

The sample size that seemed to adequately answer the research
. questions until new categories of themes or explanations stop emerging
S I Z e from the data were ten students, two tutors and two lecturers

The time for data collection went over a year due to the fact that the
literacy course used runs for six months only during the first semester.

Figure 3.1: The Population Sample and reasons for choosing this specific sample and size.

Actually, qualitative researchers attempt to understand people’s experiences within their world

context (Stake, 2010). On this ground, my qualitative research requires me to select a group from
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the general population of interest for specific data that will answer my research questions and
address my aims (Yin, 2018). According to Silverman, (2015) a purposive sampling ideally,
illustrate the features and setting in which the processes | am interested in occur. Branded as
sample, the data is generally classified in two ways: Probability or random sampling. The non-
probability sampling refers to a general selection of the participants. My choice of sampling known
as non-probability or non-random sampling consists of systematic, convenient and purposive
sampling (Mackey & Gass, 2005; Merriam, 2009).

In order to get a good basis to find a response in my interviews, | chose a purposive sampling. The
sample consists of ten registered first-year additional language education students studying a B.Ed.
professional development degree at a university in the Western Cape (Mackey & Gass, 2005). The
sampling was purposive in that | utilised a compulsory literacy program within the faculty of
education in which these participants studied to develop their literacy skills, just selected students
for substantiation of my study objectives (Newhy;-2014). According to Ritchie, Lewis, Nicholls &
Ormston, (2014, p. 113) it is a sample-that-serves-the-“purpose’ of the subject matter of the study
for the representation of diverse-opinions of first-year additional language students and their
educators. These additional language students are in effect registered students enrolled for a four
or five-year extended professional course in Education (B.Ed.) degree. On the one hand, while
Mackey & Gass, (2005) critique this method for the possibility of being bias, Stake, (1995) refers

to this type of sampling as an intrinsic case that-provides unique data.

In order to comprehend issues of voice and subjectivity in writing, | selected additional students
in a compulsory academic literacy course (EDC 111) since English is not these students’ first
language, yet they are required to respond to assignments in writing that show understanding of
subject matter. | was, therefore, only interested to learn about this case, these additional language
students’ general problem of the influence of English on them when they construct voice and

subjectivity in academic writing (Stake, 1995).

The first-year professional development programs are facilitated through tutorials taken by tutors
after the lectures to the large group. The first-year student population are sub-divided into thirty to
fifty students per group so as to ensure quality and effective academic development in students’
performance. The diligent process of interviewing tutors provides competent tutors who are
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inducted through a process. These tutors are mostly postgraduate students with some level of

experience in the discourse of academia.

Participation of the additional language students in my study was through random selection that
did not consider gender, age or level of proficiency in English as an additional language of teaching
and learning. Individual students from two different tutorial groups made up the single case of my
study. The indiscriminate choice was meant to evoke mixed participation (Ritchie, Lewis, Nicholls
& Ormston, 2014). The lecturers were the two lecturers of this literacy course between 2018 and
2019. The two tutors were also the tutors of the groups in which these students attended. None of
the students was in my tutorial group. This was to minimise the element of bias. | requested
permission to tell the students about my project and asked for ten volunteers and their tutors with
whom | worked for the whole semester. The choice of ten students, two lecturers and two tutors
were to avail specific data, just enough for me to obtain an in-depth and detailed analysis as a
portrayal of these specific participants’ challenges-on the journey of academic literacy (Cohen et
al., 2012).

The discussions in this chapter so far were not meant to make any generalised definitions of what
first-year students experienced in academic writing. On the cantrary, through audiotaped in-depth
interviews, field notes and document analysis of a case of ten students, two lecturers and two tutors,
| attempted to obtain rich data of each additional language student in my case, which could be
instrumental for me to comprehend the issues under study. According to Newby, (2014) this type
of inquiry could eventually contribute to action and intervention for change. In the context of this
study, the case was instrumental in giving me an in-depth understanding of each student’s unique
reality through one-on-one audiotaped interviews and the analysis of group assignments as well as

some individual assignments as documents.
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Table 3.1: Student Participants and their profiles

Participants | Areas of | Educational | Home Gende | First
10 Students | Academic background | language/ r additional
writing First Language
Language
Zondi B.Ed. Matric IsiXhosa Female | English
Nomsa B.Ed. Matric IsiXhosa Female | English
NKosi B.Ed. Matric IsiZulu Male English
Olwetu B.Ed. Matric IsiXhosa/Sotho | Female | English
Evelyn B.Ed. Matric isiXhosa Female | English
Jadene Lott B.Ed. Matric Afrikaans Female | English
Zee B.Ed. Matric Afrikaans Male English
Melissa B.Ed. Matric Afrikaans Female | English
Brad B.Ed. Matric Afrikaans Male English
Cloe B.Ed. Matric Afrikaans Female | English

3.5.1 Students’ profiles

3.5.1.1 Zondi

Zondi is a first-year IsiXhosa student from the Eastern Cape who is registered for the B.Ed.
four years of education professional teaching decree. She is 23 years of age. Her level of
proficiency is not really up to the university standard because, though her teachers were
supposed to teach them the subjects in English, oftentimes teachers teach in IsiXhosa for
the students to better comprehend content. Her dream is to be a teacher after her degree

and make a difference in another learner’s lives.

3.5.1.2 Nomsa

Nomsa is also the first-year IsiXhosa student from the Eastern Cape who grew up in Cape
Town Khayelitsha. She is registered for the four years B.Ed. professional development

course. Her dream is to teach and improve her standard of living and that of her family.
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3.5.1.3 Nkosi (Lindelani)

Unlike the first two, Nkosi is from Johannesburg with home language isiZulu. Just like his
isiXhosa colleagues, he is also registered in a four-year B.Ed. professional development

program in education

3.5.1.4 Olwetu (Tracy)

Olwetu is both Sotho and isiXhosa speaker. She is twenty-seven years old and has been to
university before but dropped out due to financial challenges. She came back after doing
menial jobs to raise funds and complete her studies. She is registered in the four-year B.
Ed professional development program. Her dream is to complete her studies and be of
service to her community. She also volunteers as a motivator in the disadvantaged

communities around Cape Town.

3.5.1.5 Evelyn

Evelyn is not like the four-preceding students.-She is-35 years old. She worked for fifteen
years after her Matric before-coming back to-school.-She also happens to be a mother of
three but is divorced from her husband. Her dream is to complete her studies and look for
a job out of South Africa as a teacher. She is isiXhosa first language speaker from the
Eastern Cape. Completing her studies witl-give -her-an opportunity to work and take her
kids who are with herymether=in=law «in the: Eastern Cape. Unlike the others, she is
registered for a five B.Ed. professional development program because she came back to

the university after a long time.

3.5.1.6 Cloe

Is a female of about 23 years old from Atlantis in the Western Cape. She was registered for
the four-year B.Ed. professional development program in education. Her first language is
Afrikaans with English as a first additional language. Her dream is to complete her studies

and work for the sustainability of his family since Atlantis has very few opportunities.

3.5.1.7 Jaydene Lott

Jaydene is a first-year B. Ed four-year professional development program student. She is
27 years old. Originally from the West Coast, she now lives in Cape Town. Her first
language is Afrikaans and English is her first additional language. Her dream is to complete
her studies and make a difference in her life and that of her family.
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3.5.1.8 Zee

Zee is a male from Atlantis. Just like Cloe his first language is Afrikaans. He is 24 years
old and registered for four-year B. Ed professional development program. His dream is to

complete his study and work out of Atlantis.

3.5.1.9 Semaai

Semaai is a first-year student registered for the four-year B.Ed. professional development program.
She is 24 years old from the Northern Cape. Her first language is Afrikaans and English is
her first additional language. Her dream is to complete her studies and go and teach to

make a difference in the lives of the learners.

3.5.1.10 Brad

Finally, Brad was a registered first-year B.Ed..professional development student.
He is 27 years old and comes from the Northern Cape. He worked for some time after his
Matric before coming back o the university. His dream is to complete his studies and work
to improve his life and that of his family.

3.5.2 Lecturers’ profiles

Table 3.2: The profile of lecturers as participants

2 Lecturers Gender Age Level

MC. Male 34 PhD Student

Quincy Female 36 Doctor of Philosophy Language Education
3.5.2.1 Mike

Lectures Educational development course. He was still busy with his Doctorate and was
passionate about issues of voice and indigenous knowledge promotion in first-year

students’ writing.
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3.5.2.2 Quincy
Lectures Educational development course. She was a Doctor of philosophy with a specialty on
language and literacy. She strongly believes in scaffolding students to the right content

knowledge in ways that enhance students to voice personal issues in writing.

Table 3.3: The profile of tutors as participants

2 Tutors Gender Age Level
Sibou Male 24 Fourth Year B.Ed. degree
Ismail Ive Male 24 Bachelor in Education (Honours)

3.5.3 Tutors’ Profile
3.5.3.1 Sibuo
Tutors Educational development course. He is 23 years old and an honours student in

mathematical literacy in the Faculty-of Education.

3.5.3.2 Ismail lve
Tutors Educational development course. He is 24 years old and a fourth-year B.Ed. professional

development program student

3.6 Data Collection Instruments/Tools

Data collection is an orderly assembling of evidence for a study through some procedural
specialised sources (Yin, 2014). There are many sources like documentation, interviews,
observations and physical artefacts. For this study, two sources of evidence were used, in-depth
interviews, documentation and field notes from interviews. Each of this qualitative method was
used to obtain the relevant data required to answer the research questions and help me as the
investigator realise the aims of this study.
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Thematic analysis of Thematic analysis of
interview transcripts student assignment

N 7

Integration and
trianguietioRtotthemes

Figure 3.2: Data collection and:aanalysis”dési'gnf - ,

Mmoo
3.6.1 In-depthinterviewsc‘)fustudents_} | ‘

According to Stake, (2010, = to obtain unique information or

interpretation held by the person interviewed. This view resonates with the definition of interviews

in Denzin & Lincoln, (2018)‘as a-face-to-face verbal exchange in which one person, the
interviewer attempts to elicit information or expressions of opinions or belief from the other person
or persons’ (p. 1000). This suggests that the interviews afford the multiple views of the participants
that made the case. In the context of my study, semi-structured, in-depth one-on-one audiotaped
interviews were conducted with ten students to obtain an in-depth explanation of the students’
previous experiences, beliefs, culture and schooling background (Stake, 1995). The face-to-face
interviews in this study resonate with the qualitative researchers’ claims of these interviews
providing a robust midpoint between the participants and the researcher (Ritchie, Lewis, Nicholls,
2014). This created a flexible environment where the participant expressed non-verbal
communication cues through the nod of the head or the movement of the hands as a response to

some of my statements and questions.
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According to Denzine & Lincoln, (2018), these forms of interviews could be viewed as dialogues
that are more flexible for the issues that might be important to the interviewee (p. 1002). Hence,
the purpose of the interviews in this study was to obtain descriptions of student’s real-life situation
(lived experiences) in order for me to interpret the way voice and subjectivity play out in academic
writing (Denzin & Lincoln, 2018, p. 1002). More importantly, the interviews helped positioned
me as the researcher in the academic setting, with insider knowledge on the discourse of academic
literacy. The interview questions were presented through an interview schedule that gave the
prompts for questions that were focused on the phenomenon under study. The semi-structured
interview with its open-ended discursive format of the interview questions gave the student
participants room to tell their experiences which further assisted to bring up other relevant issues
I had overlooked in the course of the study (Thomas, 2013; Yin, 2014). As such, the interview
process was conversational and though I originally thought six questions were appropriate for first-
year additional language students, | ended up asking more than the planned number of questions.
This resonated with Denzin & Lincoln, (2018)-arguments that, the premise of the interview is the
conversational nature of life which necessitates-eticiting responses to diverse understandings in

order to educate and emancipate.

Constructivist-interpretive methodology views knowledge as a socially constructed concept
through the language of each community alongside other semiotic systems (Merriam, 2009). This
is visible through the instruments of interviews, transcriptions‘and interpretations of information
to address the phenomenon in qualitative research. Thus, ‘I did the interviews as a response to
students’ experiences that could offer me precise information in the natural context of this study.
The prominence of in-depth interviewing as a qualitative research inquiry, that used daily
conversational techniques to respond to real-life issues of students in a university setting confirmed
the case of this study (Flick, et al, 2004). According to Denzin & Lincoln, (2018, p.113) qualitative
research interviews are viewed both as instruments and as social practices. Interviews as research
instruments refer to,

e \What people say is seen primarily as reports, as a resource to study the subject matter

e Analytical focus on lived experience — the “what”

e Secondly, interviews as social practice refers to analytic focus on situated interaction, the

“how

e Paradigmatic examples include discourse and conversational analysis (P. 1013-1014)
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To further elaborate the above assertions my constructive-interpretive epistemology in this study
reckons the use of interviews as the most tolerable means of knowledge production both as
instruments and as social practices in my study. My disputation is underpinned by Denzin &
Lincoln, (2018, p. 1015) claim that the constructivist researcher “does not know how much of the
human memory and the socially mediated nature of talk to treat interview talk as pure, unpolluted
reports of experience”. Hence, the articulated interviews in this study signposted both individual
reports and the versions occasioned by the social context of academia. This resonates with my
interest in the conception of voice in academic writing by isiXhosa and Afrikaans additional

language students that show an understanding of subject matter in academia.

By way of Creswell's (2003) recommendations research protocol was observed during the
interview procedures. The icebreaker was a transition question from high school into a university
that set the pace for the student to reposition into the rhetoric of academic writing. The question
that followed was a historical background.and-the.language of instruction giving room for the
students to bring up other issues- that prompted-more gquestions. The interviews allowed me to
explore the students one-on-one-although | originally intended to do a focus group. While
organising the process of the interviews, | discovered that it would be of great significance if | get
each student’s unique experience rather than'in a focus group. This was further influenced by my
realisation that some of the students were shy to speak in front of others for fear of a reminder of
their incompetence in the English language. ‘The interview process was carried out in the manner
as set out below:
e One-on-one interview with each participant at a venue most convenient mostly in a quiet
area in the main library.
e Five home language Afrikaans students and five home language isiXhosa students
e Interviews were voice/ audio recorded to avoid the loss of information
e | also took field notes to note students’ and lecturers’” comportment during the interviews
e First, there was an ice breaker question followed by background question
e Other open-ended questions were then served as pointers for students to allow the flow of
information on the focus of voice and subjectivity in academic writing.
e Other questions build-up from the issues raised by these students
e Ethical considerations strictly followed and I as the investigator included a consent form
to each participant with a detailed explanation of the area of study and an interview

schedule.
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e | also explicitly explained to the participants that they were free to withdraw if at any point
they felt | shifted from the study or they were uncomfortable (Cohen, Louis, Manion &
Morrison, 2018).

In addition, I again interviewed two lecturers and two tutors to get their perspectives on how these
additional language students construct voice and subjectivity in literacy courses in English as a
language of study. As an additional language student, I was no stranger to the research process and
therefore, | can attest as an insider investigator to what these students are experiencing as | actively

immersed myself through the experiential inquiry. | present below the student interview guide:

3.6.1.1 Students’ Interview Question Guide

1. Is English a first or additional language to you?

2. Can you explain your experience on the transition from high school into university now
that you are in the first year?

3. What challenges do you-face when using English-to-produce text?

4. Do you understand the notion-of voice in writing in the essays you write to submit to
tutor your and the lecturer?

5. What position do you take when writing? Do you just write from your own understanding
or do you try to engage with other scholars™ views when answering written assignments?

6. Do the measures put in place by'the university to assist first-year students to benefit you
as an isiXhosa home language (HL):speaker?

7. How can an explicit focus on voice assist you as an additional student to develop your
writing?

8. If an opportunity was granted to you, what is it that you could change at this level in
terms of teaching and learning?

9. Finally, what relevant tools can effectively assist you as a first-year student ‘relocate your
personal experiences in writing to critically engage with the tutor or lecturer?

3.6.2 In-depth Interviews of tutors
Interviews with tutors were meant to understand these tutors’ views on voice and how the same
tutors handle the challenges of the various students in assessments. | present below the interview

question guide for tutors:
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3.6.2.1 Tutors’ interview Question Guide

1. What method do you use to teach the literacy course in your lectures?

2. Can you explain the method (s) you use for teaching academic literacy in your lectures?

3. When it comes to English (language structure) what are your perspectives on the
students’ voice construction in writing?

4. What are some challenges that you as a tutor face when teaching and assessing academic
literacy course to first-year students?

5. How often do you pay attention to voice and subjectivity when facilitating in the
academic literacy course in your lectures?

6. Do all students participate in the group exercises you do during tutorial classes? That is,

do they respond and contribute ideas during the presentation?

3.6.3 In-depth Interviews of Lecturers
Interviews on two lecturers gave me-room to-compare-theteaching methods of both lecturers for
more understanding of teaching issues of voice in the chosen academic literacy course. | present

below the interview question guides for lectures

3.6.3.1 Sample of Interview Question guide with Lecturers

1. Inyour practice as a literacy course lecturer do you support writing skills that could nurture
language awareness in the construction of voice and subjectivity in academic writing?

2. s the demand for a voice construction in academic writing understood by all first-year
students?

3. How do diverse students express voice in their writings especially in essays and in
explanation of relevant concepts?

4. Do you as a lecturer notice the influence of English language fluency in the answers of
students in the manner in which they express ideas?

5. Which group of students in your opinion experience more challenges in assignment answers
to bring out clear answers in clear and coherent discourse?

6. What additional assistance do you think could be given to English additional language

students for success in expressing opinions in academic writing?
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3.7 Document analysis/Artefacts
According to Merriam, (2009), documents denote a wide range of written, visual, digital and
physical material that is of importance for the study (p. 162). In the same token, Denzin & Lincoln,
(2018) state that, documents help the researcher to give voice and meaning to the issues under
study. The views in the assignments revealed themes in the study and assisted my comprehension
of how additional language students construct opinions in writing. The students write two essays
as part of the academic literacy course. | selected one of these assigned essays for analysis. These
essays were analysed to find patterns of voice construction. In addition, they were meant to provide
a first-hand understanding of the skills and challenges the students exhibited and how these
challenges were resolved in written answers. Further, | scanned for lecturers’ and tutors’ feedback
on students’ marked assignments. This was explicitly examined and analysed for recurring themes
and theories that featured as prominent when these additional language students voice ideas in
academic writing (Cohen et al., 2012). | again made note of how these EAL students attempt
creativity in discourse and to what extent they-understood discourse as an imaginary conversation
with the lecturers as reader and peers-as.other writers or.audience. | also assessed the rhetoric of
the assignments to understand the level of academic repertoire the students possess as linguistic

capital.

Yin, (2014) refers to the artwork as physical instruments that could be examined to give a broader
perspective of participants’ thoughts and understanding of the phenomenon under study.
According to lvanic, (1997), literacy activities construct voice, therefore, an objective view of
voice in writing divorces students from academic writing, and discourages critical thinking. In
contrast to objective thinking of voice in academic writing, reader-response theory views the text
as an analytical site open to a subjective interpretation of meaning to address discipline
expectations. As such, students’ academic writings and the impression they make in their
assignments will be shaped by their “prior social and discoursal history” (lvanic, 1997, p. 24-25).
According to Canagarajah, (2015) artefacts are any reading materials that students use to enhance
their understanding of subject matter for voice construction in writing. In analysing the written
assignments of students, | attempted to understand if the case in this study understood the need to
read scholarly articles to enhance their own voices. | provide below two samples of document
analysis. | proposed to bring in more samples in my data analysis chapter:
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3.7.1 Sample of Document

by g -
;my school days % were very different ﬁ'ﬁg now.My parents did cverylhing(ror me and i still
/ complained and had my¥ problems with mypareats.

. Itreally \‘gg_rg,a big a thing for me to get us¢ to my fellow roomates but 1am very comfortable now.l

.~ have the chance to meet new people and get to know their views in life . And learn new cultures . In
/ school 7 did not have the opportunities to explore the options. The one thmg i learned is to respect and
understand people and their views in life.

| Sport really does play a major part in our lives and really helps to bring out the spirit inside us. There is
| a huge difference between university and school whcn it comes to sport . The intensity is %Lh higher
and the spirit is really big on university levels. When i played for my school the mindset \vere to win
but just go out there and have fun also . When we play for our universities the mindset is m win and

play more proffesional. " 'S g
V\U.stn
(5
=l e ?
-)\y&‘ One thmg_:/lcamcd is that you must really bclong, in E}lll‘;ﬂ.r’jéty by)pmm;, a group or political party
A _‘P‘X Otherwise you will get lost in the shuffle. When iy dwere on school i could stand on my own and still be
}:8( “ | noticed but university is way bigger for me to make a dlfﬁ.rcnc.e I must atleast have some support

54;" behind me to make a mark on universty .

Social life plays a big part in trangitifilagf divesity=Wg cct to meet more people

e A
and there are lot more parties. And T T SEY g hereisne-onemgmgloddok out for you . It is
Tlends waiching my back and my parents

everyone for himself. Atleast an schib
—
warning me of going to parties and
The big aspect is adjusting from hi pédple can do that successfully .
Beeause they crack under the pregs! Fhetb-can Be-a-tdtof-redsohs-forthat . Mostly because of
decision making is not correct, On school level we had our parcnt:

UNIVERSITY.of th

Spending time correctly and being responsible \u&,g success ransf‘lmmny__ from high school

to university. The other one is lo%b\'}dg' @hlp‘hc[{) HQF nr{}mr&g\? ’Et:ill control your life so
make it count ’WQMC LT

\')mf""‘ﬁ""?b\ 2
(ot et 2
CSV\(.,\JULS':‘SM - Q_.S

oS S f\fglr perse- e,
2 Plusst, ch. c:p‘-r"\h’“{ - LetCen (L)

o

T alwaag

Figure 3.3: Group 1 assignment of students marked with a lecturer’s feedback.
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L b

gL Ve
tpEducation is the most powerful weapon one can use to live a successful, simple and better life.
As we all know that South Africa is still a developing country that affects the Educational
standard of the country due to shortage of teachers, resources and financial support. As a result,

that delays the South African literacy rate. In this essay, I will discuss tﬂg reasons for choosing
In 1R
Bed senior phase program, and the contributions I believc{could make}\improvement in South

African education,

Firstly, the main reason for choosing Bed senior phase program as my career is because of the
passion I have for teaching. Growing up I always knew that teaching was my calling and that I
love and care so much for kids.mlhough I didn’t actually know which classes or which age |
would like to teach, then as the time went by, [ realized that senior phase program will be best
for m:', betalibe it consist of young people reaching their teenage stage,‘gfexamplg when kids
that stage they get confused and end up making bad decisions, putting their lives and studies at
risk because of less knowledge and that needs not just any teacher but someone with passion to

handle such people.

Secondly, I would like to be a teacher because 1 have patience, which will consequently assist
children reach their goals. I know many people do that teaching for their self-benefits.which is
quietly bad for education. Then I decided for the that I can tolerate or handle children with good
or bad behavior, which is what is needed for this program. There are types of learners such as
slow, hardworking and fast learners which need to be attended in different w ays, so they can all
understand and be clear about the lesson and necd.sortieone. patient.

Thirdly, continuous learning is anetfiérregsonfor me choosing-seniGr-phase program. For the
fact that senior phase learners are kids reaching their adulf stage @nd trying to reach their goals. [
would like to play a vital role by helping them to expand.in skills.and skill sets through learning
and increase their knowledge about|life as fhey will be facing life changes meaning they will
need to adapt personal and professignal skills for thém to make it life. For example, as kids they

need academic and personal guidance.
Furdhlrmore | i ‘ _
And also, quality of education is one in-many-reasons-for me choosing tha Bed senior phase

program, because more children WitFbe-wetftraimed and skitted on fiow to Behave and work hard

in their studies and therefore that bopsts.the qualitigs, of education as a result there will be an
increase in the rate of literate people that will be fubiwe feachers hnd'transfés knowledge into
other children. Therefore, | would be so pleased knowing that [ had enlightened some kids to see
life in a positive way.

Teaching qualification is the most important reason that keeps me going on this choice that |
have made to become a teacher, because I believe that by teaching those teenagers will not only
help them fulfil their dreams and improve the quality of education but will also help me gain
strategies and skills of being a good and an effective teacher. For example, dealing with
teenagers is a challenge, | remember when [ was doing grade 8, I would yell and laugh while the
educator is in front of me giving me a key to life. Which will help me reach my goals. It’s

Figure 3.4: Group 2 assignment of students with a lecturer’s feedback.

3.8 Data analysis method

In my data analyses, | used the lens of literacy as a social practice where themes emerging from
interviews showed to what extent students saw themselves as victims or actively engaged in the
process of obtaining and sharing knowledge. This resonated with the theoretical lens of
constructive-interpretive epistemology of constructed knowledge through lived experiences. All
data collected above was analysed to understand the interpretations of subject matter and the
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emergence of themes. Cohen et al., (2012) see the process of analysis as giving meaning to the
first impression that links to relevant theories in the field of study. First, data from the interviews
were transcribed, coded and analysed using the thematic approach to understand how students
position themselves at entry-level and their conception of voice in academic writing. Furthermore,
the main research question and the three sub-questions guided the analyses. All written material
from field notes during interviews to student’s written work was analysed for further answers to
the research questions, which highlight the conceptual framework of literacy as a social practice.
A detailed content analysis of interviews and documents was done for emerging themes.

Primarily, I was trying to understand how students position themselves with their writing and their
talk as well as how they can articulate their own subjectivity and voice. | attempted an explicit
analysis of my three research questions as a source of data, and how each set of data was analysed,
(Cohen et al, 2012). The rationale was to check interpretations with research subjects, as to

demonstrate reflexivity, as | collected data-for-credibility, to provide a rich resourceful and

consistent account.

These questions dictate the design of this study

Table 3.4: Summary of the Data Collection Plan

to construct voice and
subjectivity in their
academic writing?

e Assignment topics
(student writing)

o Criteria for
document
analyses:

o Assessment
criteria, Topic of
Assignments

Research Question Participants Methods-of data Instruments of Methods of data
callection Collecting Data analysis

MRQ How does limited | @ Ten Students, e Interviews e Semi-structured e Thematic

English Language e Two tutors e Document Analysis interview guide analysis:

Proficiency influence e Two lecturers e Students e Document analyses | e Schedule, Key

first-year students’ ability assignments schedule: points are

e Subjectivity and
voice.

e What are the
stages of writing
that are engaged?

e |sitaprocess
Approach?

e What are the
assessment
criteria?

SRQ 1 What is lecturers’
perceptions on students’
ability to construct voice
and subjectivity in
academic writing?

e Lecturers
e Tutors
e Students

e Interviews
e Face-to-face
e One-on-one

o Three types of
interviews
scheduled relevant
to participants

o Content analysis:
Transcribing,
coding, categorising
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SRQ 2 What are EAL e Students e Thematic analysis e Schedule for « Identify themes and
students’ perceptions of document: Interview guide: categories from
about their ability to workbook, course o Face-to-face historical
construct voice and reader, assignment o One-on-one information and
subjectivity in academic topics interview notes.
writing?
SRQ 3 What evidence of | e Students' e Document o Some individual o Text analysis of
voice and subjectivity is Essays Analysis assignments and both transcribed
visible in students’ texts? group assignments interviews,

with lecturer or interview notes and

Tutor’s feedback. assignments.

o Field notes during
interviews and my
personal journal.

(Cresswell, 2010)

3.9 My Role as a Researcher

According to Cresswell, (2010) the researcher’s role is to comprehend the participants in the
context of the inquiry. For Stake, (1995) | am positioned to assume more than one role. For
example, a teacher, that enlightens my readership-through the information | generate. An advocate,
an evaluator, and an agent of new interpretations, of new perceptions and new ideas (p. 92-99).
This suggests that though | as researcher need to he able to identify prejudices, | should sometimes
point the readership towards a belief for effartless reading. However, Norman & Denzin, (2018,
p. 52) argue that, in a qualitative research process, “every researcher speaks from a distinctive
interpretive community which configuresy-in- its-special , way the multicultural, gendered
components of the research act”. This is to suggest that, my personal background as an additional
language student, an African woman is very important in the processes of data collection, analysis
and interpretations of the findings. In addition, my status as a non-South African, mother, wife and
student were fused into my experiences during this research process and somehow influenced my
knowledge of reality Stake, (1995, p. 100).

Generally, I feel like an insider investigator because my struggles on issues of academic writing
made me consider this topic. After coming back into academia some years after my degree and my
professional teaching diploma, I felt like an alien when | was asked to write a research proposal as
part of my honours program. Encouraged by my then lecturer Michelle VVan Heerden, | felt that it
could be relevant if | explored challenges entry-level students face on the transition from high
school into university. | believed that this exploration might lead to an intervention that could
improve success, progression and timely completion of maybe not only additional language
students but some students who might struggle with issues of voice on paper.
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Gaining permission to the University of the Western Cape as my research site was not a huge
challenge since | am already a student of this institution. On completion of my research proposal,
| had to indicate that, my study had no potential human risk for the ethical consideration of
permission to the ethical committee of the university. My experience as a second language student
might interfere with certain judgement because in most of the interviews I identified myself with
some of the students. The research site was chosen because | wanted to understand how the student
participants experience the issue under study at the university. However, there were challenges
getting selected students to fully participate in this study and two of my participants dropped out
after the interview was scheduled. In an attempt to add two other students, | later discovered they
were isiZulu and Sesotho speakers. This turned out as a strength because in the process of the
interview | discovered these students shared common challenges with the IsiXhosa as well as
Afrikaans students. All the Afrikaans participants were first language Afrikaans users but for the
fact that the Afrikaans they spoke varied from-place to place. For example, the Afrikaans spoke |
the Northern Cape was different from that-in-Atlantis (Creswell, 2014). According to Creswell,
(2003) the researcher in this context is-the main-instrument-since he or she interpret and analyse

what the participants say.

Based on the above considerations, 1'as a researcher through qualitative methods of interviews and
document analysis learned to find meaning from the participants about their own lives. However,
I was to an extent also neutral for these were registered first-year education students with limited
awareness of the shared intellectual dialogue (Creswell, 2003). The relevance of the instruments
of data collection in my study illustrates the systematic qualitative research process that explored
first-year Education additional language students in their academic roles as novice scholars.

In exploring reasons, opinions and what motivated first-year English additional language students
or challenged them when expressing voice and subjectivity in academic writing, I, might have
brought my own history and cultural experiences as an additional language student. As such, my
lived experiences might also have been expressed during my interpretations of what was viewed,
read, heard or comprehended during interviews, document analysis and field notes (Arthur, et al,
2012). Needless to mention that, the qualitative methods helped me as a researcher to discuss,
describe and tell the meanings of specific issues, rather than explaining or predicting student’s

behaviour for generalisation (Newby, 2014). All in all, the constructivist-interpretive approach of
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my study fortified the centrality of my role as an “interpreter and gatherer of interpretations”
(Stake, 1995. p. 99). Deep-rooted in my process of data collection that signposted a collaborative,
inter-subjective non-conventional constructivist process of knowledge creation. Through
subjective actions, that could enlighten and encourage the growth of competency, my study

enabled sensibleness, for socialising and freedom for the student participants.

3.10 Ethics

Denzin & Lincoln, (2018) assess qualitative research to be more ethical on issues of value,
empathy, and appraisal than quantitative research. This is feasible through one-one-one
conversational interviews format which hones response to issues that could edify as well as
emancipate individuals (students in this context). To clarify the objective behind the voice in
writing, 1 made the students understand that, by narrating and expressing our experiences we can
develop greater self-awareness about our own literacy backgrounds and understand the influence
of the articles and other materials that we-read asto-develop own writing. This made one of the
students to ask me to re-play her-interview-which-I-did -with.her. She was elated and decided that
she would try to always tape her part of the presentations when they do group work. | followed all
ethical procedures and made sure that in each and every interview | informed the students of their
right to withdraw.
To illustrate the above, my study observed the following ethical considerations by (Ritchie, Lewis,
Nicholls & Ormston, (2014)
e This study was ethically'cleared and no-unreasonable demands were made on the student
participants
e All the participants signed an informed consent form and were not pressurised
e The participants of this study volunteered out of their own free will to participate and share
their thoughts
e There was no human risk or harm involved to participants as all interviews were performed
during the day, on the university premises at the convenience of the participants
e Before each interview, | explained to the participants that, instead of their real names,
pseudonyms will be used for confidentiality and anonymity, which is what I did so long in
this chapter (Ritchie, Lewis, Nicholls & Ormston, 2014, p. 78).

Furthermore, my study was never disruptive of the students’ study as | met them at their convenient

time and place, although all the interviews took place on the university campus.
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Some limitations in exercising some ethical consideration came at the level of one-on-one
interactions with the students who sometimes felt uncomfortable expressing their thoughts in
English. But, this gave me an opportunity to motivate them through verbal and non-verbal cues to
tell their stories even though some struggled to express their viewpoint.

3.11 Reliability

In general, view of reliability for the value of generality in research has been contested by
constructivist with arguments of a multiple reality which might be impossible to capture for

replication due to context and time (Ritchie, Lewis, Nicholls & Ormston, 2014).

3.12 Voice and Validity

According to Denzin & Lincoln, (2018, p. 245) “voice is a multi-layered problem due to its varying
meaning to different researchers. In the context of this study validating issues of voice and
subjectivity was complex since | as a-researcher-used-language and other cues to bring out the
participants voice. For though thejadditional language students spoke for themselves in the process
of interviews, the same study done by another researcher, at a different time and context might not
interpret the views of the participants the same. Therefore, though Denzin & Lincoln, (2018, p.
239) claim that validity could he feasible through triangulation or the interpretive process, they
again argue that this validity is only effective when all participants voices in the inquiry process
are fairly represented in the texts. Validity seems embedded in the ethical process because, ‘the
ways in which | as the researcher know is tied up with my relationships with the research
participants’ (Denzin & Lincoln, 2018, p. 244). Therefore, the positioning, voices of the
participants together with my interpretations and judgements express the multi-voices in this study
which might be impossible as one truth (Denzin & Lincoln, 2018, p. 245). Through triangulation
of the interpretations of interviews, the themes from documents and the analysis of notes taken
during fieldwork, recurring themes showed a multi-voiced perception of meaning and knowledge

construction (Denzin, 2012).

3.13 Reflexivity

Denzin & Lincoln, (2018, p. 246) defines reflexivity as “the process of reflecting critically on the
self as researcher”. | as the human instrument that collected data through a systematic process,
analysed and coupled the interpretations altogether. In qualitative research, reflexivity challenges

the subjectivity of the researcher as an active participant in the enquiry process. Thus, in the same
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way entry-level students are required to reposition from their beliefs, backgrounds and values, the
researchers fill different positions and eventually voice out the process and findings of research

for reading and evaluation.

Although my study got delayed due to my personal challenges, the notebook | kept during my
research process served as guidance to complete the research journey. Challenges along my
research journey resonated with Denzin & Lincoln, (2018, p. 247)’s argument that multiple
identities created during the research process could be problematic as most of the times, |
experienced presentation challenges where | was not sure which voice to present. Yet qualitative
enquiry requires the researcher to question himself/herself and fairly present the voices, beliefs

and perceptions of all the participants (Creswell, 2003).

During the interview process, the views of the isiXhosa and Afrikaans additional language students
made me continue reading on how to better present.these challenges for comprehension. The issues
of voice in first-year additional fanguage-education-student brought out multiple selves in me
sometimes as a tutor in the university who needed-more experience to be able to enlighten these
students to succeed as teachers. | discovered that I could not fix my study to perfection, or else |
will never complete this study. It Is probable to indicate that, in the process of exploring voice and
subjectivity in academic writing of first-year isiXhosa and Afrikaans additional students, | went
through the same process of trying' just like these students to ‘voice out thoughts in my context as
an understanding of subject matter. Therefore, I presented multiple selves as a novice student, a

researcher and an interpreter and presenter of other’s voices (Denzin & Lincoln, 2018).

3.14 Conclusion

This chapter presented the theoretical underpinnings of the constructive-interpretive methodology
through which I conducted a qualitative case study to explore the influence of English on additional
language students’ construction of voice and subjectivity in academic writing.

As indicated in the body of this chapter the interviews were conducted in English since I could not
speak any of the languages of the participants. The interview process gave room to the students to
tell their stories as part of the reality in the natural setting of the university. The marked
assignments of the students that served as documents enlightened me of the breach between what

is mostly required in assignments and what some additional language think.
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I will present the data I collected in the next chapter, wherein | propose to analyse the qualitative

data by using the analysis methods mentioned elsewhere in this chapter.
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CHAPTER FOUR
DATA PRESENTATION AND ANALYSIS

4.1  Introduction
In my previous chapter, | presented and discussed my research methodology, which focused on
my choice of design, sampling techniques and the instruments to be used for collecting the raw
data. In this chapter, | present the raw data collected from various sources so as to link my main
and sub research questions with my findings (Cohen & Morrison, 2018, p. 644). This, | believe
will help me lay the groundwork for discussion in chapter five. According to Merriam & Tisdell,
(2015, p. 203) my goal in analysing this data is to make sense out of the raw data and find answers
to my research questions. In order to realise this objective, | am required to merge, summarize,
understand intentions, describe, interpret and generate themes based on what | have heard or read
from my participants.
Flick, (2013) defines qualitative data-analysis-as;
The classification and interpretation of linguistic (or visual) material to make statements
about implicit and explicit dimensions and structures of meaning-making in the material and
what is represented in it (p. 5).
To Stake, (1995),
Analysis is a matter of giving meanings-te.first impressions as well as to final compilation,
meaning taking something apart (p. 71).
In light of this, my choice of design permitted me to take my interviews and documents apart in
order to sort, edit and code relevant data strands chronologically. This action was to allow me to
present the relevant strands in categories or themes for comprehensiveness. Therefore, | have also
based this action in keeping with Merriam's characterization, (2009, p. 203) according to which
my case should be seen as ‘an intensive, holistic description and analysis of a single, bounded
unit’. Hence, the data of the single case of this study was obtained through a natural daily
conversational process of interviews, notes taken during these interviews and marked assignments

of students as documents analysis.

For the purposes of verification, information and putting data together, |1 have made a Case Study

Database with the selected strands of the raw data (Yin, 2018, p. 201). In my view, understanding

the perspectives of some English additional language students and their educators in the

interpretation and construction of meaning in academic writing could minimise misconceptions
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and accommodate new ways of knowing. The qualitative nature of my study has yielded data that
is not statistical, yet this data is highly valued in that, | “seek data that represent personal
experiences in particular situation” (Stake, 2010, p. 88). I then interpret these experiences to create
an understanding of my readership that shows how things work or might not work in my context.
The study is also non-racist, not so conventional, it is inter-subjective, it is collaborative, and
therefore it is a kind of discourse which need not obey the conventions of academic discourse.

In order for the collected data to make sense and reflect the meanings expressed by the participants,
I have done an in-depth analysis as to explain the cultural, social structures, meanings, context and
influences (Cohen, Manion, & Morrison, 2007, p. 461). Therefore, in the context of my study,
meaning-making could equally refer to subjective signs manifested by some additional language
students as a means to understand subject matter or the meanings conventionally required by the
scholarly fraternity.

I hasten to indicate that, the instruments | have used to collect the data of this case study yielded
an enormous quantum of data that appears—to-show congruencies when brought together.
Therefore, due to limited space, |-have decided to-make a rigorous choice of data strands that |
include here for presentation and analysis. This in practice means | have included larger samples
of this raw data in the appendix. The research questions presented in chapter one guide my data

presentation and what it says.

Main Research Question (MRQ):
How does limited English Language Proficiency influence first-year students’ ability to construct

voice and subjectivity in their academic writing?

Sub Research Questions (SRQ):
I.  What are lecturers’ perceptions on students’ ability to construct voice and subjectivity in
academic writing?
ii.  What are English additional language (EAL) students’ perceptions about their ability to
construct voice and subjectivity in academic writing?
ii.  What evidence of voice and subjectivity is visible in English additional language (EAL)
students’ texts?
On this account, the data stands | present in this section were constructed during face to face one-

on-one in-depth audio-taped interviews with the fourteen participants of this case. Strands from
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field notes taken during the process of my research and document analysis from marked
assignments of the students also form part of my data presented here. For the ease of reference and
understanding by my readership, | present the data under the following themes:

1. Academic writing as a dialogue or discussion in the intellectual domain requires a shift in
both linguistic and awareness of context.

2. Pedagogical scaffolds by lecturers and tutors of additional language students on how to
relocate personal knowledge and reconstruct voice in academic writing in proactive
scholarly positions.

3. Academic writing as an inclusive tool that emancipates and gives a sense of self-worth in
a diverse intellectual conversation.

4. A sociocultural perspective of voice and subjectivity that displays diverse students’ lived
experiences in writing that accommodate inclusivity and diversity of the student population

in this context.

I collected invaluable data from: five first-year-Afrikaans B Ed students and five isiXhosa B Ed
students in the literacy course EDC 111. Two lectures.of the same course and two tutors also
yielded this invaluable data. At the time of collecting data, the student participants belonged to
different tutorial groups of either twenty-five or thirty as part of the development program. My
purposive sampling of these ten additional language students out of almost three or four-hundred
students, their two tutors out of five and their-two lecturers was meant to enlighten me on issues
of voice in academic writing of first-year education students at that time. Based on the ethical
considerations of Denzin & Lincoln, (2018) | approached the tutors in their tutorial venues,
introduced myself and asked for the student volunteers. For the purpose of gathering more
information on the students, 1 worked with the tutors of the student participants who voluntarily
worked with me. | then approached the lecturers of the literacy course who also voluntarily
accepted to work with me. |1 worked with two lecturers in order to gather unique pedagogic
information.

The rationale for presenting raw data strands is meant to augment its credibility and its capacity
for generating confirmatory support for the central tenets of my study, which | believe is an
equivalence of validity. This is because | understand that, though I need to give clarity to the
chunks of data presented, there is a need for raw data that ensures each participant in the various
situations (Denzin Lincoln, 2018, p. 649). Apart from that being a validity check, I must confess

the need of the participants’ voices in a study that deals with issues of voice and subjectivity in
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academic writing. Hence the need to take on board what participants themselves say and write

could be highly valued.

4.2  Demographic Presentation of Sampling and Coding
The study included fourteen participants in a one-on-one interview. Student participants as
indicated above were enrolled in a four or five-year professional development course registered in
the first year B. Ed in the Faculty of Education at the University of the Western Cape. These
students were also English additional language students. Of the five Afrikaans students three were
females and two males. All of them had been schooled until their high school completion in
Afrikaans. Of the five IsiXhosa students four were females and one male for whom IsiXhosa was
their first language. One of the IsiXhosa students were taught in English from grade 8, who was
fluent in spoken English but experienced challenges when presenting ideas on paper. The other
four IsiXhosa students went to Township schools and high schools where they were mostly taught
in IsiXhosa. Most of the interviews were-done-in:the main library of the university as it was a

convenient and comfortable place for-the students.

The two lecturers were male and female. The male lecturer/was a PhD student and the female
lecturer was a Doctor of Philosophy in Language Education presently lecturing the literacy course
EDC 111 and another literacy course at the faculty of education. |1 conducted one-on-one
interviews with each of the lecturers. The Lecturers interviews took place at the comfort of their
offices. This was to ensure a relaxed-and comfortable environment for educators.

One of the two tutors was an isiXhosa first language speaker and the other one Afrikaans first
language speaker. | purposely made this selection to have first-hand information from the tutors
themselves since | do not speak any of the additional languages. The tutors were to act as tutors
for the EDC 111 literacy course for one semester only.

Again, the documents came from the student participants who either worked in groups or alone.

This summary of the participants is to guide the readers into the data. In order to enhance the
presentational clarity and focus, | have coded the data as follows:

I refer to myself as the Researcher = R

The two lecturers as, Lecturer 1 = Lec. 1

Lecturer 2 = Lec. 2
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The two tutors as, Tutor 1 =T1
Tutor2=T2

The five Afrikaans students are coded as;
= Cloe 1tAS
= Zee 2"IAS
= Jaydene 3"9AS
= Brad 4"AS
= Melissa 51"AS

The five isiXhosa students are coded as;
= Zondi 1t KS
= Nomsa 2"9KS
= Evelyn 3 KS
= Olwetu 4"'KS
= NKosi 5'KS

Signs of a cognitive shift in language for efficient writing that clearly communicates ideas are
daunting, especially in the context of additional language speakers. Yet, for some conventional
pedagogy, language is basically a neutral value-free means of communication. Fienegan, (2014)
argues that the written part of language might be lacking in a portrayal of language as a system of
communication that consists of'spoken and written sounds. This is to suggest that, contexts like
that of my study do not merely require students to describe and discuss issues. On the contrary,
the written words are meant to achieve precise intentions. It is therefore in sync with this
understanding that my study foregrounds Canagarajah (1999) assertion of language as an
“ideologically-loaded” (p. 29) system of communication that serves individuals’ sense of reality
and subjectivity. However, research indicates the dominance of English as a language of
instruction in most contexts, irrespective of an eminent difference in signs when placed in diverse

contexts like that of my study (Alexander, 2004).

Owing to the linguistic hybridity in universities in my South African contexts, some additional
language students might have been limited by the vocabulary that could enable these students
construct voice, subjectivity and a sense of self in academic writing. This limitation might be worth

mentioning given that, the language of teaching and learning in the university encompasses the
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values, cultures and the accrued knowledge of that institution. My focus then is supported by
empirical evidence in language education and second language acquisition theories that show a
neuro-diversity in language (Amstrong, 2011). In view of the arguments | have signposted, critical
pedagogies see language in discourse as value-laden artefacts (Canagarajah, 1999).

There is, therefore, increasing concern that some additional language students are being
disadvantaged when expressing opinions in academic writing. As such, the language in this study
served as a comfortable means of constructing participants’ views during the interviewing process.
The discussion process revealed how speaking or writing could be intimidating when one is not
proficient in the language of communication. Moreover, Some Afrikaans and isiXhosa speaking
students appeared to be enveloped in the way they studied writing in high school. In my attempt
to make the student participants comfortable, | realised that these students have mostly attended
Afrikaans or isiXhosa schooling half of their lives making them vulnerable when they are required
to study in English, which they view as a.language of discomfort. For the purpose of in-depth
analysis, valuable chunks of data strands-from-ati-the student participants were used. Transcribed
interviews signposted challenges that ranged-from; structuring, to comprehension to presentation
of ideas on paper. By the same token, my rudimentary analysis featured deep feelings of students
stating that their incompetence in written English seemed to them, a deprivation of voice and an

identity in academic discourse.

By the same token, the two lecturers and the two tutors detailed some of the conversation’s students
have had with them when these students are not awarded good marks due to inconsistencies or
incoherent written pieces they thought that they wrote well. The interpretive/constructivist
paradigm used to collect the data is also used to interpret meanings in the analysis. | present the

following data from Interviews.

4.3  Interview Data from Afrikaans Students.
For the purpose of maintaining a certain degree of consistency in my focus, I find it necessary for
understanding to state the questions in some areas so that the reader can understand.
R: So, in that regard, what do you think changed in terms of study?
Cloe 1*AS: It is the workload and nature of the writing. In school you could just write an
essay without referencing. Here you must do a research if you do an essay or an assignment.

Eh like we did in school, I know I did it. In high school we just go to Wikipedia, then we will

124



copy the whole Wikipedia in our essay. But here in university you can’t do that. You must
get the declaration.
Here Cloe 1%t AS expresses a lack of awareness of context when she entered the university.

When I inquired why she is worried about the declaration of plagiarism she had this to say:

Cloe 1tAS: But in high school, we didn’t. The workload. Eh | am going to say the
vocabulary become at a higher standard than the one we use in School. For me who is
Afrikaans speaking is, for me it’s terrible to speak English. And the English where | school
is a lower level. And at university now it’s a higher level.

Again, when | asked....
R: What challenges are you facing this year when learning, especially reading and
writing in terms of English as a language?
Cloe expressed this sentiment when | asked the challenges, she is facing due to the
linguistic shift to English.
Cloe 1%t AS: Coming from Afrikaans medium-ofdearningitis a huge adjustment. | have
to adjust in English and in at school,-it was easy-for-me to‘explain myself in Afrikaans.
But now | am in an English university | see its better one is sitting at the back. So that
when the lecturer asks questions we won’t answer. Because | am scared to make a fool
of myself. Because | can’t speak. Not that I can’t speak but the way | speak English isn’t
the standard that we must have'in university. So, I'won’t answer or ask. Sometimes |
know the answer but it’s harder ta-explain-myself in English so 1 won’t answer. As |
said, there are certain terminology that the lecturers especially use. Sometimes, Like I
am a Geography student. The terminology. They say the word and okay what is that?
Did I do it in school? Then maybe the lecturer starts to explain, oh! That. Then I think
about the advance word, then it that that the lecturer is talking about. Like the
terminology make you think that you are stupid because you don’t know the terms the
lecturer or the tutor is using in English. So, you think you don’t understand the word,
but actually, you do. This if it is Afrikaans that | speak | could understand it properly.
(03/05/2018)

This Afrikaans student indicated that, when she was in high school, their English language teacher
taught them in Afrikaans because she wanted them to be comfortable in the language of learning.

She further indicated that being in university felt to them like an alien place where they have been
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left to fend for themselves. As such, Cloe 1%t AS from Atlantis led me understand that many
students get a fright when they hear the medium of instruction in most of the universities is English.
In the same token, another Afrikaans student Zee 2"d AS voiced the same feelings when it came

to structuring and grammar in academic writing in these words;

You don’t know when to write is and when to write are (grammar rules) because and it’s
really confusing and your sentence structure and all those stuffs. And you think in
Afrikaans and the obviously you will directly translate it which will make it wrong. And
then the tutors most of the time, especially the lecturers, they don’t’ think of...wait let
me see from which place this child is coming from. Eh maybe grew up in Afrikaans or
maybe grew up in Xhosa so there would be slight differences, so let me just quickly look
at the background stuff first. They don’t do that so they just assume that as a student you
have to know it because your medium here is English and so, I think, they just think that
we need to know English. On a on a high-standard (03/05/2018).

These strong sentiments from the student are-filled.with feelings of frustration, intimidation, and
doubt. Furthermore, another Afrikaans student | interviewed expressed similar sentiments coming
from a high school system wherein he was also taught English in Afrikaans because the teachers
wanted them to understand. This what Jaydene 3" AS said;
Jaydene 3"9AS: And also, what happens'is that all'the English teacher is sometimes
Afrikaans. So, they don’t speak a lot of English with:you in class. Then you come at
university, then you struggle.
R: Okay when you say the English teacher is Afrikaans, you mean that, instead of
teaching you English, the teacher uses Afrikaans to teach you English?
Jaydene 3"9AS: Yes, they sometimes speak in Afrikaans to express themselves better
(21/05/2019)

This same information also came from the fourth Afrikaans student who said that in the high school
where she came from all her subjects were in Afrikaans. The only subject she had in English was
the English language. The English language was also taught in Afrikaans as expressed by Melissa

another Afrikaans student

R: So, every subject was in Afrikaans?
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Melissa 51"AS: Yes, in Afrikaans except for English for second language learners.

R: Oh Okay. And now you are studying in an English medium university where everything
is English? In that regards is the academic English a challenge?

Mellissa 5"AS: A big big challenge. Very challenging. | feel like we weren’t expose that
much on school to English as it on university campus. So, it’s quite difficult if you come
from a background like mine Afrikaans. (Laughs) my expectations, I didn’t even think that
it was gonna be, especially writing essays and stuff. 1t’s quite difficult. I feel like I’m not
given the opportunity to, to do my best, when doing things like that. How can I say, | wanna
explain it in the most comfortable way | can, but because I really struggle with English and

I don’t fully understand the grammar rules? It is quite difficult.

Again, in the same vein, as stated above, Brad 4"AS enlightened me as the researcher that, he is
not only first language Afrikaans he actually speaks what is considered lower ‘Kaps’ and studied

in the Eastern Cape in Afrikaans.

Brad 4" AS: For me, it is very.complicated because I,-my home language which is
Afrikaans, so now | have to, | already think in Afrikaans, now I need to transcribe my
sentences in English, so now, sometimes my waord-formation, eh don’t make sense, but
when | go through, through re-work; then T will, Twill get the right eh formation of my
sentences. But for me well, it-is'very difficult. Eh, because my first language, because
I am from the Northern Cape

R: Okay.

Brad 4™ AS: So now we normally speak em, em Afrikaans, but the plat Afrikaans and
in my Afrikaans, there is also a blare, like the r, r, r, | can’t pronounce the r very
properly, but I think it is genetically inborn in my genes, eh eh, from my family.

R: Okay, so is English as a language of teaching in the university, is it having any
impact on you?

Brad 4™ AS: It, it, it have, surely it have. It got an impact for me surely as a first-year
student sure particularly because what we were taught em in high school is just to to
the the verbs, nouns, pronouns, adjectives, that type of thing. But now in the English
when you write essays, you need to construct, you need to analyse, and that is a much
deeper. | already have the obstacle of, of of that English because I have limited em

English in my vocabulary, already. So now it is a bit difficult for me. But I think with
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em a lot of reading, | will over overcome my fear or | will overcome the obstacle that
I am currently facing. (22/05/2019) 12:30 in the library foyer)

At this point, | Present IsiXhosa students’ interviews that showed commonalities with the same

language as the Afrikaans students. | begin with Zondi who expressed the following views:

Zondi 1t KS: It’s isiXhosa

R: Okay. Zondi, what is your additional language?

Zondi 15t KS: It’s English

R: When did you start studying in English?

Zondi 1t KS: Actually, eh eh we started eh eh at we call it call it junior eh eh junior

school in Eastern Cape and

I realised that, although Zondi struggled to.articulate in speech, she had improved when it comes
to writing. To add to this another isiXhosa student-Nomsa 2"4KS had this to say regarding teaching

in high school.

Nomsa 2" KS: And then in our high school, like English, the subject English was the
only subject that were taught in English. All the other subjects, like life orientation and
life sciences teachers use to explain thesesubjects in our'own language isiXhosa. That
is how we understood it (these subjects).

R: Okay isiXhosa? So, is the teaching in the English part of the challenge?

Nomsa 2" KS: Ya, because some teachers like their accent, accent, like they speak
faster, then or even like the way they pronounce words.

Also, this isiXhosa student expressed a similar sentiment in the words as presented below:

Evelyn 3" KS: English is my second language so | am a bit slow because | need to
internalise what | read or listen before | can be able to answer any written task. And
sometimes | am not sure if what | have written is good enough for the lecturer or the

tutor, I have expressed my opinion in English (12/04/2019)

This isiZulu student now studying in Cape Town had this to say. Though he volunteered as an

isiXhosa, student, he made me to understand that, although he speaks isiXhosa he was schooled in
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isiZulu in Johannesburg. His challenges were not different. In fact, they were exactly similar to

those of the first language isiXhosa students.

Nkosi 5"KS: From school usually, | was taught in isiZulu

R: That is from grade R to Grade 12?

Nkosi 5"KS: Yes, from grade R to Grade 12

R: Okay

Nkosi 5"KS: Yes, | was taught from grade to grade 12 in isiZulu. So maybe our
teachers, our teachers taught us, teachers use to teach us in isiZulu because they want
us to understand, more or the content, or maybe make things more related

R: Mmmmmm.

Nkosi 5"KS: Into our culture, maybe you can understand what | am trying to say...
(23/05/2019).

To support the students’ concern-on-finguistic-shift,-also-ona code switch, Lect. 1 also indicated
early in the interview that he was aware-that-most-of his-students are additional language students

coming from so-called disadvantaged background schools that are not ex-model C schools.

R: When it comes to English, that is English for academic purposes, what are your
perspectives on your students’ voice in-academic'writing?

Lec. 1: Well, the most part in the South African multilingual context is that most of
my students were English second language students and | knew that it will be a
challenge. In this context, it will not be a challenge only on an academic level, but also
on a personal level, because language shapes our identity

R: Okay.

Lec. 1: And our ability to speak, to voice and as we shared earlier, these two are
synonymous voice and identity.

R: Yes.

Lec. 1: If I feel intimidated because of my lack of proficiency in a language, it
automatically does something to who I think I am. You know my identity

R: Exactly!

Lec. 1: So yes, | was very much aware of that, as a lecturer, as a teacher as a facilitator.
And | had to be sensitive to that (20/05/2018).
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Nomsa 2"d KS: Sometimes | understand, but sometimes they lecturer use like very high

words neh, that I think in my mind contradict because I think it means something, whereas

the lecturer actually means something else.
Thus, the second lecturer was aware of positions like that of the isiXhosa student Nomsa, 2" KS
in the following statements in which the lecturer acknowledged the linguistic challenge faced by
most additional language students early in the interview process in this response:

R: My first question will be, as a lecturer of the literacy course that you are teaching,

what methods do you use as a lecturer?

Lec.2: Actually, when eh it comes to literacy for the first years it’s eh a kind of complex

situation because these learners, these learners come with diverse kind of diverse

background.

In order to be more precise on the diversity in the classrooms, Lec. 2 again had this to say on

students’ linguistic shift and its effects especiatty-on the first-year additional language students

R: Okay building on that, when-it comes-to.English;-like the language structure, what are
your perspectives on the students’ vaice construction in writing?

Lec. 2: Most of the first-year students as | mentioned before, eh they come from various
cultural backgrounds, with different types of first languages, and most of them, actually
more than three-quarters of the students-are eh second additional language learners, and
so in this case there eh that eh tendency of eh them always'like kind of eh that is kind of
interpreting from their mother tongue into English English additional language. That you
you see this when you read their writing. When they write, it’s like they are translating
directly from their mother tongue.

R: Building from your response if | understand you properly you mean they sometimes
write the way the talk?

Lec. 2: Yes, that is what | am saying. Sometimes they write the way they talk. You can
like when you read when you read a script, it’s like eh if you had to listen to them talk,
it’s like the spoken language itself. The students put the spoken language into the written
form.

R: okay. If I may still build on that question, in that context, it means most of the diverse
students seem to think in their first language and then attempt to translate it into English

from the way they write?
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Lec 2: Yes

R: So, it will be a direct thinking in the first and translating into English when they write?
Lec 2: Yes, and translate it into English.

R: Okay.

Lec. 2: So, it makes their writing not eh fluent sometimes if | can use that word.

R: Okay. Again, building on your response, what are some of the challenges you face
when teaching and assessing this academic literacy course to first-year students, including
the writing or assessment of the writing?

Lec. 2: Yes eh, like | was saying when these diverse first-year students translate directly
they write as if they are interpreting directly from their first language into English and this
becomes a challenge to me. This is a challenge because, while reading, while trying to eh
eh assess their writing, | realise that eh eh most of the time, these students” work is not
cohesive. That is it doesn’t have that cohesion that it needs to have. It also doesn’t flow
because of the kind of construction, the kind-ef.sentence structures they have. The way
these students express their ideas becomes-unclear-because you find certain words that
are being used that were not supposed.to-be used. But.if-it was in the context of spoken
language, these words could be taken into consideration. But since we are talking of
academic writing, the written piece would not be taken like a good piece of work.
(10/04/2019)

In the same vein, Lect. 1 also had the:follawing response when | asked a question on this same
topic of challenges. He stated this about the linguistic status of some of the first-year students;
R: What are some of the challenges you face when teaching academic literacy to first-

year students especially these second language students?

Lec.1: One of the first questions | ask students is ‘what is the meaning of academic
literacy?” And, ‘have you ever heard of this concept in your high school years?” And every
single one of them had the same response that they have never heard of it, and they don’t
understand it. Some of them would say, ya it’s about learning to read or learning to write,
but they have not been prepared. You know we use this word (laughs) underprepared.

R: Yes. Underprepared?

Lec.1: They are underprepared. So that was a challenge, because now | have to take
several steps back, and | share with them that, in a nutshell, we are going to go on a

journey, towards intellectual maturity. It is not necessarily about English, eh and about
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grammar and syntax, as those are important but they are not the most important when it
comes to academic literacy.

R: As follow up from that, which is not in my interview guide, you mean you have to go
back to high school and give the student an entry route into the new course which is
academic literacy which maybe would have been prepared from high school?

Lec. 1: Yes. And, and, the way I do that is | constantly probe. | want them, instead of me
giving answers which don’t engage them, | keep on, which is part of my class also, part
of the material that | prepared

R: Yes

Lec.1: | keep on asking questions using day to day things. For example, I ask them a silly
guestion. ‘Can anyone give me the atomic mass of calcium hydroxide? They will all ask
‘what?

R: Laughs

Lec. 1: Then I will ask them “what language did-l.speak now? And they will say ‘English
of course’ then | will say why-didn’t you-understand it?

R: Exactly.

Lec. 1: Then I will say ‘this is discourse’. We are dealing with the discourse of
Chemistry. It’s in English so as part of this academic journey, we become familiar with
this discourse of university language. And I give them many, many examples. And one
thing | do emphasis to them hopefully is they should never never feel intimidated to ask

any questions.

The above data strands | have presented helped me to build up understanding of the first theme |
have presented this data in. The importance of awareness of a required linguistic and context shift
in the expressing of written ideas by first-year additional language students. The data indicated
concerns with little or no awareness of the language in use and the mutual intelligibility of the
written discourse. This was discernible from feelings of anxiety, frustration and less self-worth
voiced by the student participants themselves, with their lecturers and tutors to agreeing. Although
these feelings of anxiety and frustration seemed to be shared across the student participants of
Afrikaans and isiXhosa speaking students, they really wished to have an education and a better life
subsequently. This percentage of student participants appreciated the opportunity they were given
to study here in the university wishing to make the best of it even if there were challenges. This is
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illustrated by one of the isiXhosa participants, Nomsa 2"d KS, who had this reply when | asked

how she dealt with the language challenges:

Nomsa 2" KS: Not really, for my greatest dream is to succeed in university. Maybe my

progress can be slowed but I am willing to work hard because | want to make my dream.

Paralleling their colleague, Nkosi 5t KS and Olwetu. 4" KS echoed these emotive responses;

Nkosi 51K S: Yes, sometimes | wish they understand. But I am here at university so | have
to understand how things work here and work hard. Because what is on my mind now,
failing is not a problem it’s the way we can build what we don’t understand. So, | take the
feedback from the lecturer and tutor and | work on it.
R: Okay. That is interesting. Almost the last question. So, do you think the measures that
the university has put in place to assist-first-year students to build up their literacy
experiences are of benefit to you as-an-additional-language student?
Olwetu 4"KS: Yes, | think they actually, they. doing. their best. We have thousands of
students in the university and so much we have anly much of the staff working in the
university. | think they are doing their possible best. However, besides my, my feelings
towards the university saying that, if they allow me to interview people only, the rules and
regulations that we have to live by, we have to, as much as we are diverse people, there is
something that has to bring us together to. work:towards ‘one. direction. So, | actually think
that the university is doing its possible best because we have the writing centre, we’ve got
our tutors who when we need help from them. We’ve got consultation hours and so forth.
They actually are doing their best.
At this juncture, | present transcriptions of interviews with lecturers that showed lecturers and
tutors’ support for additional language students to relocate their personal knowledge and construct
voice in academic writing.
R: So, you are not the focus of my study. The students are, but your expert knowledge as
their lecturer is invaluable in enabling me to explore the issues | am searching in the context
of my research. Thus, the consent form spells out all your rights which ethically 1 am bound
to respect.
Firstly, Mike as a lecturer of the EDC111 literacy course, which method do you use to teach

the literacy course in your lecture?
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Lec.1: | adopt several methods. Eh I like to come down to a level of interpersonal
communication
R: Okay.
Lec. 1: That I mean, right in the very first few classes I place the students at ease. That they
do not see me unreachable, that we are exactly at the same level. So, | try to engage them
from day one
R: Okay, so the first method will be Engagement? So, in relation to that, can you explain
how you engage with the students as a teaching method?
Lec.1: On a practical level?
R: Yes.
Lec.1: I usually set up for 2 weeks, | follow the module outline. Eh 2 weeks again, and |
set up eh power points. Eh every every class ends with and action item list.
R: Okay.
Lec. 1: I have to engage them so that |l.get them to do some research. Eh, whatever the
specific topic was.
At this point, the lecturer enlightened -me of-the ways-in-which he generally tries to engage his
students during lectures. Lec. 2, had this to say;
Lec. 2: So, during my lectures, | do not follow the conventions or particular conventions
of teaching.
R: Okay.
Lec. 2: I am not, | don’t base my lectures on eh the lecturer.centred kind of context. So,
it’s open because it’s an open situation because | believe at this stage we are forming, we
are moulding critical thinkers, so that gives room for free expression.
R: Okay. So, you mean your teaching method is more student-centred?
Lec.2: Yes, but it is not really student-centred, because when it or if | say it’s student-
centred then I’m out of it. And the students cannot teach themselves so | would rather say
the method | use is neutral. It’s like the students meet me halfway. When | say halfway
because it’s eh it’s a kind of interactive method that I use. It’s like a give and take. | give
them the room to be able to express themselves, in as much as | lecture them. | lecture
them what they are supposed to, | give them the knowledge they are supposed to have but

in an interactive way.
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In order to add my knowledge of the content of the literacy course and the expected outcomes on
the perspective of the teacher's voice in academic writing, Lec. 1 here expresses her desire to
develop diverse students’ minds in ways that these students experience the shift and try to construct
voice in a subjective language comfortable for them:

R: Okay Doctor Bee, building on that question, though you have touched on some of the
issues in your previous responses. How often do you pay attention to voice and subjectivity
when lecturing this academic literacy course or when assessing mostly written work?

Lec. 2: While lecturing, while lecturing, actually eh eh like I said before at the beginning
eh eh, during the lectures the students are free to express themselves. So, they are not given
a particular standard of what they need to say, or what how they need to say it if it’s open
for them to express themselves. So, while eh eh or during the lecture while lecturing, even
if the students express themselves, in their kind of more, more in their first languages, 1 still
accommodate that, then I correct them. l.tell-them, that you don’t say this you say that. In
order for them to pick uprightly-when—they—are-given an assignment. But that
notwithstanding, when it comes-to writing these students still repeat some of those eh errors
because eh actually, you find eh somebody writing as if he or she was talking to the
neighbour or kind of, it’s kind of like using a lot of slang. Or you find the student writing,
writing as if he or she was talking Afrikaans for example. The construction tells you that,
that person, or it can even identify to you which'first langtiage that student is using. Yes,
from the construction, you will be able to know if'the students is Afrikaans, if he is eh eh
isiXhosa, because of the way they eh the way the student constructs. Because when you
hear these students talking you as the lecturer already know how they construct their
sentences both in the first language and in the second language. You will be able to match
which is their first languages. So, there is that eh challenge of eh writing in pure English
what they want to express. There is that problem of expressing themselves clearly in
English. But I think that is also part of being a first-year student.

R: Ya.

Lec. 2: And that is why these first-year students have this course EDC111 literacy module.
R: You mean that is why the new students mostly the diverse group have this course to
build them?

Lec 2: Yes

135



R: So, this literacy course is meant to be like a scaffold to these diverse group of first-year
students?

Lec. 2: Yes, it’s like a kind of scaffolding process for first-year students that is why it is
called, it’s meant for first-year students, moulds them and actually prepares new students
for the other modules they will be introduced to later. This is why this literacy course
touches on a little bit of everything, which is the language learning part of it, through
building vocabulary for academic writing, design structure and argumentation which
include conventions. So, eh because in this course | check on the students’ sentence
structure which helps these students to be able to write better when they go to other modules
that require much writing. So, by the time we come to the end of the course, they are able
to write better than the first days of entry.

R: Okay. From what | understood, this literacy course is a type of scaffolding course?
Lec.2: Yes

R: But in spite the scaffolding strategies-that-you are using, you still discovered that, in
writing, even though you have tried to-secaffold-these students during the lecture, some of
them still make those errors.

Lec.2: Yes. Some still make those errors. You can’t eh, normally it’s eh, that’s why we say
its” eh certain things are just but nhormal because remember these are first-year students and
there might be some other factors for any beginner in anything, there is always a beginning
and there is always a stage were; where-you improve and you move further. So, the new
students repeating the errors:in their corrections are very normal. It’s not like something
like a taboo or something that cannot be improved. It’s something that we expect the new
students to have. Those challenges. That is why you have modules like this one structured
for first-year students. Ya. It builds the new students up because we know that being new
in the field of academia they will obviously have these challenges at the beginning

Lec. 2: Yes, shifted a little bit their minds from the first language. Because at this stage
some of these students are basing their minds a lot on the first languages. And they keep
saying ‘in my school, I was taught in eh Afrikaans until this class. In my own school, | was
taught in eh isiZulu from a very tender age to this. That is why in addition to this, we have
eh eh other modules where these students with challenges will be taught like they are being
taught in English. You have eh methods of English, there the course outline will be
expecting most of these students to move away from that knowledge, from that background,

that first language and reposition themselves into using more of English constructions. This

136



is in order to neutralise or to meet halfway, that is why we talk about subjectivity of the
voice, because subjectivity of the voice when we talk about that is referring back to your
title, the title of your work, talking about subjectivity of the voice, you will be able to see
that subjectivity only if everything is neutralised. The first language, the knowledge, the

influence of the first language meets the eh eh influence of English language halfway.

Lec. 1 also expressed a desire to develop additional language students’ confidence and give
them the vocabulary to construct their voice in the accepted manner in the strands below;
R: How often do you pay attention to voice and subjectivity when lecturing the academic
course in your lecture?

Lec. 1: As said earlier, | am very sensitive to that because | myself was an English second
language students, who felt intimidated, who felt shy and almost insecure, so | am very
very much aware, in fact as | shared with you in my PHD study,

R: Yes.

Lec. 1: a big emphasis in both-mythotogy-and-theory 1s-auto-ethnography.

R: Okay
Lec. 1: I write it myself, into the thesis because | see myself as an insider and an outsider.
R: Second part of questions. | So, in your practice as a literacy course lecturer, do you
support writing skills that could nurture Tanguage awareness in the construction of voice
and subjectivity in academic writing? | know you touched this before but I will like you to
answer this for emphasis.

Lec. 1: Yes, | do. One of the resources that | designed, actually because I had to ask myself,
“how do | get into the minds of students who are under-prepared? Or who are intimidated,
or feel shy to speak, you know, or again to voice themselves? Eh when it comes to writing,
because as you and I both know, as undergrads we faced the same intimidation
R: Ya.

Lec. 1: And, so we have two fears at undergrads; we don’t want to open our mouths and
when we put pen to paper, we feel, or our English is not up to standard. So, one of the things
that I did was that | wrote an essay for the students and how to walk through eh the academic
process, sorry the writing process.

And in this essay, | break down the steps involved in the process of writing, and they found
that very useful. And then obviously, there are eh some sequential ways of breaking down

eh, you know the other process, you know eh paragraphing, eh structuring, conclusion and
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so. All of those mechanical things which | also walk them through. But I am always

cognizant of their perception of themselves.

Although my focus was not on lecturers as they were only meant to enlighten me on the
pedagogical aspect of developing students’ competences and other literacies that could enhance
voice and subjectivity in the writing of the first year, Lec. 1 seemed not particularly happy with
the state of the scaffolds. He expressed his disapproval of the way the language issue has been
handled after apartheid. He made it clear that the apartheid system has deprived young people of
their individuality. In these words, the lecturer expressed how he felt and still feels about the

apartheid educational system.

Lec. 1: Mnnnn Eh, I think the curricula, in effect all curricula, whether you doing science,
maths, arts, economics, should invest more time in eh what | call ‘the education for
pedagogy for the whole person’. Academic titeracy seems a perception that is in a junk
as a help, but it doesn’t address the whole-person-that is, apartheid affected us in our deepest
integrity. When you are made to.feel less-of a-person because of the colour of your skin,
because of your lack of fluency in a language (which might not be your first language). No
one has, is talking about that in a meaningful way. Let’s say the person has got some
language needs, you know just to be frank, T think what we need to do is to develop a
program and eh actually offer this'to a‘module in the education faculty but that, eh I got
this here, to address the person in'a'way that, em reaches the integrity of a person. Because
what we have here Martina, yes apartheid is over, bla, bla, bla, it’s 22 years. But the new
system (academic literacy inclusive) has not addressed the core of what apartheid did to
our society.

The feeling of vulnerability expressed here by this lecturer signposts the language issue
amidst other issues that could influence students when constructing voice and subjectivity
in academic writing. Some Afrikaans students also felt that the literacy course did not
address their language needs as motioned by

Lec. 1. This is what two of the First language Afrikaans ad to say;

R: So, in that context, do you think the measures the university has put in place like this
literacy course EDC111 are helpful, the way this subject helps you understand some of the
new words or terminology, and to assist you to express your voice in writing do you think

the measures are helping?
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Cloe 1%t AS: No. For Afrikaans students, there is no benefit for us Afrikaans students. Okay
I know, the the main language in the whole world is English. But not everyone is English
like Nelson Mandela said ‘speak to someone in his mother tongue, they will understand
you speaking to his heart’. That’s because if they teach me in Afrikaans, | believe that |
will become a better student. I will achieve high marks and because if | lose the one
assignment that is in English because if the medium is English. Sometimes I will just feel,
I don’t want to do this because like in an essay, the terminology and the vocabulary, it isn’t
the standard that you use for the technical writing. That is why | just feel that sometimes |
don’t wanna do this. It fades you up because the language is really a barrier.

Zee 2" AS: Most of the lecturers usually use words that | have never heard of in my life
and then I’m sitting there I’m thinking and saying to myself, what does this word mean?
And maybe that word can come in the exam the | don’t understand. Or that word can
confuse me. But the lecturer won’t have eh eh almost a type of Dictionary that say this
word, this is the meaning of the word. So;-some.of the Afrikaans and Xhosa children that
grew up in the... their mothertongue-like-me.-¥We are fost most of the time because the
lecturer’s way of teaching does-not accompany-us that are, have another language. And not
English on their standards.

R: Mnnnnnh.

Zee 2" AS: So, in that case, what are the other challenges that you face may be in writing
that has to come from the knowledge you fearned in class?

Zee 2" AS: Actually, it breaks you. Because as friends we will be a group of friends, then
growing up in Afrikaans doesn’t have some of the sounds like that th sound like in ‘they’
and ‘the’. We would mostly confuse it and you will say they or the and some of the students
would actually laugh. But sometimes it’s breaking you down because you made a mistake
and the whole class is laughing, not knowing that are or you were not brought up in English.

So, your stands won’t be as the next person who grew up in English

Zee 2" AS: | really don’t think that there is any benefits for an Afrikaans student like me.
This is because I can’t express myself in class the way | would when | was in school because
all my teachers just were Afrikaans. They did understand em the language that | spoke.
They also spoke Afrikaans, so | could express myself better there. And when it comes to
writing, the words that we use in Afrikaans are actually of a high standard. But then, you

don’t usually know the word in English or whether you can use a translator but you don’t
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know how to use the word in that sentence, so it would make like the sentence construction
even bad. The benefits of our university, | actually don’t agree that there are any benefits
for us Afrikaans first language speakers. Because they believe that you need to be on a high
standard of English when you are accepted here. And it’s not always the case. Some of us,
we want to make, have a better future so we need to study and we got accepted here and |
thought that they would be an Afrikaans course for us even though I ma studying in English
so that there will be something in Afrikaans that we can have. Like could have Afrikaans
lecturers and Afrikaans tutors. But we have nothing. Our Tutors are mostly English and
they have to be English because they are African people like Xhosas and Zulus in our
classes. Eh eh | can’t want them to speak Afrikaans because it will be unfair for them. But
I don’t think the university have any benefits for us when it comes to the language and
writing in a language. And | was doing linguistics, it’s a study of a language, but they, they
say it’s a study of a language and | feel that it is actually the study of the English language
because they mainly focus on English. They didn’t focus on Afrikaans or Xhosa or Zulu. It
was actually, the main focus was English--And--feelit’s wrong because it says the linguistic
of a language and it is not like a-language-is-only English--They already choose a language
and | think they could have made, we should have made the choice, you decide in what

language you want your linguistics to be. Is it Afrikaans, or its Xhosa or English?

Academic writing as an inclusive tool emancipates-and ‘gives‘a sense of self-worth in a diverse

intellectual conversation.

In regard to this theme stated above, Lec. 1 had this to say;

Lec. 1: And I think addressing the person should be right at the forefront of any curricula. And
I will make some practical examples of the effects of that.

Absolutely! One of the things that I also impress in the first few lectures is that to my education
students you are going to be professional communicators, no matter what subject you teach.
You see and again, it is addressing the issues at its core, dignity, integrity, self-confidence,
and then the whole person. You can have the most fanciful up to date or latest curriculum and
be hundred percent acceptable with CAPS. But if you haven’t addressed a student who says,
we don’t feel confident speaking in class, you going to be putting that person out into a school
on a salary, but they have not been empowered to own themselves, to own their identity and

their voice and | think that’s problematic.
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Yes. And eh, the other thing, when you are given a a, an assignment, an essay topic,
where you have to express your personal feelings, this is where the door is open, it’s
completely subjective. Now that’s different from when you are asked a question to do
some research on say a topic “corporal punishment’. You know. There now are asked to
step out of the domain of the subjective and you can do some research on what the expert
says about the law, so and so...

R: So, do you believe that, when students become subjective in their assignment
responses, it can add to self-worth?

Lec. 1: Ya, so | have to break those barriers, the barriers of intimidation, low self-
esteem, lack of self-confidence. | ask my students at the end of every term. | say
‘remember what | asked you at the beginning? Are you intimidated? Yes. Next term |
say ‘are you still intimidated ‘No!

R: The Knowledge Gap.

Lec. 1: Yes. The students still have to learn-referencing and | can’t even teach them
referencing if they still intimidated-by-me-because-1-am up there and unreachable, I’m
untouchable

Lec. 1: Yes. There is a big disconnect between practice and theory, especially in my
experience at the university. And | am not a very big proponent of dumping theory onto
students because if they are already struggling with articulating themselves coherently
in English, how are these students still going to come to grasp with the concepts of dense
theory?

Lec. 1: You know Bernstein, Bakhtin, and especially those who have come out of eh,
so-called Township school system which you and | both know it’s the order of the day.
At the end of the day, we must first address the person. Eh eh sort of a crude Metaphor.
The person has been damaged. You can’t expect a person to excel, who has come out of
eh a shake, you know who has been younger through the challenges of Township life
and then now turn immediately to a discourse of very dense theoretical concept. And
there again | speak from my personal experience, It took me a while to understand
Foucault. Who’s Foucault?

Lec. 1: One Professor from the Free State. He says dumping knowledge into smart
students’ minds and looking into regurgitating them in a kind of rubric. That kind of
sounded like ‘Pedagogy of the Oppressed’.
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This lecturer finally expresses his desire to adopt other unconventional ways to get back
the whole person. At this stage of the interview, | am euphoric when Lec 1 expresses a
strong desire to do away with what does not work and bring in what works as a response
to the following question I posed.

R: Finally, on the notion of a pedagogy of the oppressed and empowerment, how in your
opinion is this process of knowledge production, enriching or might be possible in our
time as researchers when conventions and rules, almost activate the reproduction of
assimilation?

Lec. 1: We have to break out and we have to expose it. But no problem. We need to
be empowering our own knowledge production process. Yes, | do design my own. One
of the resources that | designed, actually because | had to ask myself, “"how do I get into
the minds of students who are under-prepared? Or who are intimidated, or feel shy to
speak, you know, or again to voice themselves?.Eh when it comes to writing, because

as you and | both know, as undergrads we-faced-the same-ntimidation.

My interview with Mike ended on the catalyst of breaking out of conventions and exposing them
enlightening me that, there is a heteroglossia even in those additional language students’ writing
that might not be perfect. Meaning is also within these ideas though covered in imperfect language
construction. It should therefore be valued forjust like signs'in‘a book, on the streets or any social
sphere, the marks additional language student. make on'the paper for assignment purposes are
loaded with value. Therefore, whether these intentions make sense or not, they need to be rewarded
(Canagarajah 1999). | believe that, when some additional language students express themselves in
a discourse that is not in conformity with academic conventions, they feel that very discourse as a
sign of resistance. In a way, this to me is a subtle resistance from subtle violence these same

students experience when writing in English as a language of discomfort.

As such, the strong sentiment expressed by the lecturer of not only breaking the rules but also
exposing the system seems to insinuate a potential recycling fear. Which to this lecturer if not
addressed might happen to some other novice students. In my context, this could be a suggestion
to resist linguistic imperialism with all its potential for intimidation, suppression and discomfort
(Canagarajah, 1999).
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In light of the above-mentioned point, Olwetu 4"'KS, had this to say;
If I can imagine, I think it’s your own take on things maybe. Because we are living in a
world of different perspectives and it’s like five billion and something in a country as
now. When you are living in a country as a person, you also need to know where you
stand, so that you don’t fall out of you don’t fall out of your own personality with pople.
Just live with people like not knowing who they are and the world in which you are in.
So, | think it is very important to have your voice when you are writing an academic
assignment. In as much as we want to do the assignment in the university way, but as
for us teachers we need to be able to communicate with people. Especially young people
who are very stubborn at this time and age. We need to be able to communicate with
them. But with you not being able to do what you believe and do what you think other
people will approve of you doing it, you actually might end up doing mistakes so |
believe.
I Like if 1 were given an opportunity to-write.about people’s perspectives with only
interviews, but now we are told that we-need-to-have at feast three different sources, so
now | have to go back to a book; | -have to.go-back-to.a-newspaper article and | don’t
know, I feel that like I say | work with experience. So, interviews for me would if | had
three different sources, three different people who are interviewed, I think, that is also a
reference. | will like they should allow me to spread my wings a bit further
R: And fly. In your view what do you mean by allowing you to spread your wings, is it
giving room to resist these conventions and rules?
Olwetu 4"KS: Yes. | | think that they should at least allow us more space to explore,
more space to research the way we feel comfortable in
R: Mnnnn. Because you feel confined? Do you feel like tied down?
Olwetu 4"KS: Yes. (laughs), not tight down to this particular way of research, of which
there are so many ways of actually doing research that expresses the things that really
matter to me.
R: This is actually my main argument in this research, a multiplicity of thinking
Olwetu 4" KS: Yes, more information, in that way we get to understand the the, | don’t
wanna say the social problems, social problems that are happening outside. In that way,
we actually get to understand our community, if we interact we get to understand our
community, things that are really happening out there. Not things that are happening in

a book.
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In my South African context of this study, constructing voice and subjectivity in academic
writing as an inclusive tool that is empowering and gives self-worth means ‘spreading my wings
and flying’ in Olwetu’s words.

Furthermore, | present data that reflect a socio-cultural perspective of voice and subjectivity that
displays diverse students’ lived experiences in writing that can accommodate inclusivity and
diversity of the student population in this context

The below interview stands from Lec. 2 signposted her view of voice and subjectivity in academic
writing in a socio-cultural sense, though she made me understand that she did not base her teaching
methods on theories and conventions. She made her flexibility clear when teaching and assessing

writing in these statements;

Lec. 2: So, during my lectures I do not follow the conventions or particular conventions
of teaching.

Lec. 2: | am not, | don’t base my-lectures-on-eh-the lecturer centred kind of context. So,
it’s open because it’s an open situation because-I believe at this stage we are forming, we

are moulding critical thinkers, so that gives room for free expression.

R: Okay. Building on your response, what are some of the challenges you face when
teaching and assessing this academic literacy’ course to first-year students, including the
writing or assessment of the writing?

Lec. 2: Yes eh, like | was saying when these diverse first-year students translate directly
they write as if they are interpreting directly from their first language into English and this
becomes a challenge to me. This is a challenge because, while reading, while trying to eh
eh assess their writing, | realise that eh eh most of the time, these students’ work is not
cohesive. That is, it doesn’t have that cohesion that it needs to have. It also doesn’t flow
because of the kind of construction, the kind of sentence structures they have. The the
way these students express their ideas becomes unclear because you find certain words
that are being used that were not supposed to be used. But if it was in the context of spoken
language, these words could be taken into consideration. But since we are talking of

academic writing, the written piece would not be taken like a good piece of work.
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The concern of sentence structure highlighted by Lec. 2 was indicated by the students themselves
in the one-on-one interviews. In order to orientate the new students to engage constructively in
discourse Lec 2 has this to say when | asked if English as a language has an influence when the
additional language in her context present ideas on paper:

Lec. 2: In this context, | will say the influence of the first language because they're in their
writing | can instead see the influence of the first language is more glaring and more visible.
So now eh eh as their lecturer, | try to bring in the kind of the eh English language side as
well for the English language to have a little bit of influence because these students’ first
language already is having a lot of influence in their writing.

R: Okay. If I may understand, you still tap into their experiences and encourage the students
to try to reposition themselves and use the English language in the right way that will help
them express the opinion that they wanted to express?

Lec. 2: Yes. So, in doing that, in doing.that-eh.that encouragement of using the English
language more than their first language;, makes-theminow not to bring in, that is where we
talk about the power of English-language when-most-of these students must have eh shifted
a little bit

Lec. 2: Which we are trying to discourage. So, giving that room for everyone to feel free
to learn English in the best way that he or she thinks. 1t’s like giving room for subjectivity
of voice, for all the voices to be heard.

R: So, in this context, the mind of the student needs.to be shifted both cognitively and
linguistically for the student to realise that the structure of English in the context where he
or she was taught in high school has shifted. Maybe that was the foundation. However, a
shift is required again to fit his or expressions with academic conventions and at the same
time meet academic voice and subjectivity?

Lec.2: Yes, and in this way, we will be able to see the subjectivity of the voice clearly.

R: Okay. What additional assistance do you think could be given to additional language
students for success in expressing opinions in academic writing?

Lec: Okay. Eh, you tried to ask before if this module is, or the course is sufficient enough
for the new students, especially the struggling ones to be able to build that eh, to be able to
have the knowledge they need in order to write critically or to able to write in a more
academic if | understand

R: Yes.
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Lec.2: Okay so, like you mentioned before yes, this course is six months, six months is just
for the first eh semester, eh but that notwithstanding, this is not the only support that these
first-year students do have. Because this course accommodates students from other first-
year courses that are being given. And during the second semester, some of them, almost
like eh, almost like eh, half of the class do continue in other eh, eh kind of literacy studies
which are like a build-up on this because they go deeper into vocabulary and concepts. It’s
like a follow-up and deeper into the presentation of certain concepts and theories of
academic literacy. So, by the time we run to the end of the year, and that module, one of
them I also take. So, some of the students | have right now continued with me in the second

semester.

However, Lec. 1 did not seem to agree with Lec. 2 that the six months’ time to prepare these
additional students was sufficient. He indicates in the view below that he himself as an additional
language student, first language Afrikaans.teok-some time to understand certain concepts and
theories including that of voice and subjectivity-

As presented below Lec. 1 says:

And eh...You know it took me a while, and also the purpase of this. One of the things
that | like about the Professor from the Free State, eh...what is the name now. He says
we need to become knowledge producers,-more than assimilators, and this is also

something which touches on the topic of vaice.

This data strands below express instances were some additional language students showed their
understanding and desire to create knowledge. The wish of these students could be highly valuable
because these feelings cannot be quantified. According to Lec. 2 additional language students are
given an opportunity through the literacy course to develop required shift in the mind and learn
how to construct voice and subjectivity in academic writing. My interpretation of the data shows
some discrepancies in that, although some additional language students like Olwetu 4"KS valued

the literacy course for developing them in academic discourse, she feels that;

Olwetu 4"KS: When we write our report, we have to actually be, like we can’t write
what we honestly feel, but what we think the university wants us to write. Which is not

something that should happen.
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R: Okay from your response again, in writing the essay of assignments you mean you
want to express your opinions without conventions or justification?

Olwetu 4"KS: Yes. Because most of the questions ask that what is your take on such a
matter. But now | can't, | feel like | can’t put my own take on the matter because I am
afraid that it’s something that might count against me. So, it becomes very difficult when
you can’t actually write what you feel, but write what you expect someone else to feel.
R: Really interesting. In relation to your response do you understand the demand of
voice in academic writing as a concept that is not just your opinion?

Olwetu 4"KS: Honestly, | don’t think | understood in that context. Or actually, |
understood it, that they need justified ideas but I just wanted my ideas to consider which
finally my colleague agreed. We wrote a positive and negative sides of corporal
punishment but concluded with what they believe the university will want us to say.

R: If you are allowed to write the way you want, how can an explicit focus on voice
construction in writing assist you like a first=year.additional language student to express
yourself freely? That is a course that could-guide-you-on-how to say what you wish about
a topic but in a way that acknowledges-the scholars.who.might have said something
about that topic? How will that help you?

Olwetu 4"KS: It will help me a lot. Firstly, | for one | struggle when it comes to writing
essays. And now, I've, I’m at the point where, when I'write an essay | have to like find,
I have to do research and stuff: 1 am someone who works with a lot of people and |
believe that writing about someone’s experienee, my experience, through people, that
will help me a lot. That way, it something that I love. When | write about someone, how
someone thinks, how things happen. I like working with experience rather than research
because in research | wasn’t there. People wrote what they believed happened in that
particular era. And | wanna talk about something that is happening now that is relevant
to my life

R: That is something that you have experienced?

Olwetu 4"KS: Yes, that’s how | will like

R: So, talking about that experience, if you are assisted to develop that, you feel you can
bring out more of that experience?

Olwetu 4™"KS: Yes. | can bring out more and | can even write more than what | already
can do.

R: Okay.
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Olwetu 4"KS: Yes

R: Do you think if the lecturers give you like that essay, they can assist you and encourage
you to write out of your own experience but put it in the academic context?

Olwetu 4K S: There is a, there is a way, actually, | think it’s actually working right now,
most probably it’s because, people haven’t been comfortable with it

R: Okay.

Olwetu 4"KS: You know, like how you’re doing an interview right now, if | would
interview someone that is living in a world that, I live in the current world, that will help

as well right!

At this juncture, | present one of the tutor’s responses, who as a first language isiXhosa user
highlighted the grammatical challenges faced by some of the additional language students. T1

says;

R: Is the demand for a voice in-academic-writing-understood by students most first-year
students?

T1: 1 would say a part of them thus understand and a part of them took some time to
actually come to the concept of understanding this using their voice to express their
ideas. But eventually, I I I would say I managed we all managed, me and my students to
actually get to the pint that, where everyone was understanding what does it mean to
have their voice in a piece ofiwriting in'academic literacy and engaging with all this
other writing as well.

R: Following up from that, do you think the students who experience the challenge the
most are the ones for whom English is not the first language?

T2: Particularly, I will say yes. That is the other case that we are faced with because
you will find that some of the Afrikaans students are writing Afrikaans terms which |
am a Xhosa native | couldn’t understand them in my assignments. So, it was quite
difficult for me to understand some of them and then the grammatical errors that you
find even in the isiXhosa speakers, you discover that they are actually using some of the
grammatical rules from their native language be it isiXhosa or Afrikaans to get to this
English.

R: Which means they are using their first language as a resource to translate and write

in the present language they write in (English in our context)?
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T1: Exactly! And I I think they found it so comfortable to be doing that because they
they know their language and they are, they are comfortable with their mother tongue
so they are able to shift those rules into English in order for the meaning not to be lost
somehow somewhat.
R: Okay. In that context, is it a challenge? Seeing their diversity in language and culture,
do these group of students succeed to express their opinions in writing without distorting
the meaning that brings out their voice in this piece of writing in the manner in which
you as a facilitator expected?
T1: Iwill say they do fulfil my expectations. The students did fulfil my expectation from
what | was | was requiring from them as their tutor and I will say they did do justice in
that because they used the grammatical rules of their mother tongues in order not to lose
the voice expression in writing. And then after editing and having consulted with me
these group of students will maybe go then and rectify the language errors only without
losing the content and their own voice.
Echoing Lec. 1, T1 felt that a valuable fiteracy-course of interest DC111 needed to be extended
for a year in order to;
T1: I would say...eh, firstly, maybe meeting up and discoursing as tutors could be very
helpful to place the tutors at least at the same level of interaction even if we teach and
assess differently. Secondly, it has been a crucial issue that, some courses such as this one
we are working with EDC111which‘is‘academic writing, take a whole year that is they
are a year module. But this EDC111 in our faculty is.considered to be a semester module.
I would say having an extension there will be really crucial and helpful. Which means it
will allow even the tutors to actually process some of the information or maybe make
reviews on all these issues including addressing them as well.
T1: Definitely. And the content to be delivered at such a short amount of time is really
pressing the new students thereby putting them under a lot of pressure. | must say even
for for myself as a tutor, | did feel that although I tried to be as convenient as | can be
towards my students and accommodate them and help them to understand some of the eh
issues around it.
T1: Absolutely: because in my opinion just preparing the entry-level students and giving
them too much content to digest in a very short period of time, sometimes maybe will
really not have the expected outcome on the greater student development mostly intended

by the faculty. But stretching out the duration into, from six months into a year might
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really be helpful especially to the vulnerable group of students which is some first
language isiXhosa and some first language Afrikaans students. Then that will be really
helpful considering the fact that these students are busy with a professional development
degree which aims at not only graduating students who pass but self-motivated and
empowered teachers with tools to go out and make a difference in the various schools in
South Africa.

R: Any other input on the issue of voice and subjectivity in academic writing especially
of additional language students?

T1: I will say, the way in which you are going about it (that is my approach) is precisely
correct. I will, I will say that it is actually accommodating, having said that you are not
looking at the isiXhosa speakers only, but five of my isiXhosa and the other five Afrikaans
speakers which is which allows you to understand the situation first hand. But from the
side of the tutors | would say that tutors need to motivate and encourage students to do
individual consultations because that is the-other.issue that they, they really have. It’s the
language, the students are afratd to come-in-and-anduse English so to speak, in order for
them to consult with their tutor-for clarity-on certain-issues of meaning and construction
of ideas in writing. Ya.

T2 first language Afrikaans had this to say:

T2: | think most of these students are struggling because they are not familiar with the
academic concepts or maybe these concepts are not really known in their first language. |
say this because, for example most:of these Afrikaans students listen to what is said in
English, translate into Afrikaans, adapt and understand before translating into written
English. If the students cannot find the word in the first language, they sometimes struggle
to write their opinion clearly. The language to this group of students could be a barrier,

you understand? But fairly, I think some students do.

The views expressed in the above data strands from the Afrikaans first language tutor, reveals the
power of language as one that stimulates students for success or repels as a barrier to success with
a prominent failure. In my view, the raw data presented above signals multiple challenges from
IsiXhosa and Afrikaans student participants ranging from reading, comprehension, sentence
structure, grammar, linguistic shift and limited repertoire in literacy concepts in English. In
addition, vulnerability, feelings of a sense of loss and manifestations of voice and subjectivity in

academic writing are also visible.
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Furthermore, some views as those seen in the data is drawn from the lecturers and tutors as
educators appear to match Freire's (1998) assertion of a free mind as a solution to the crisis in
education. Freedom in the context of this study could be envisaged as the celebration of a
constructivist view of language. That is language as an instrument of communication and as a
resource that helps students do things (including academic writing) and not just to define or
understand issues. The struggles of the additional language students and their call for free
expression further supports Freire's (2018, p. 87) claim that dialogue is an existential necessity
which is not situated or owned by any individual but encountered for critical thinking that
transforms. Here | wish to add that, reality in my context is a process of transformation that gives

voice and subjectivity for true knowledge and enlightenment (Freire, 2018, p. 109).

In this chapter, the above-stated understanding of language is visible in the transcripts of the
interview data presented above where additional fanguage student show signs of agency, voice and
subjectivity in academic writing. I"beleve-that-the-view of tanguage | have upheld in this chapter
contradicts Boughey's point, (2008).that, students-who-come-from a non-Anglophone background
might not fit in university with highly skilled mind-sets of an elitist language. To the contrary, my
data presentation shows that some additional language first-year education students have highly
valuable, ideas for the construction of voice and subjectivity in academic writing that reflect their
South African multilingual context. Hence from my-transcripts it could be misleading to say that,
just because these additional language students-do not‘write or articulate at the level of the western
standard of English, might not mean that these students cannot write or cannot express valued

knowledge.

4.4  Data from Documents from Students’ Essays
As | have stated in chapter three of this study, data obtained from documents is in the form of any
written or visual material. According to Denzin & Lincoln, (2018, p. 563) a test is what a student
can achieve. Achievement in this context involves strengths, weaknesses and challenges of the
student participants. In my context, competency in language and presentation of ideas on paper is
crucial. Of particular importance in this section is how the students score in the group and
individual assignments given to them. The presentation of the way the lecturers and tutors assess

the student participants is as follows:
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Introduction, in-text referencing, bibliography, content, language/style and general impression.
For comprehension purposes, | present the five categories of achievements as on the assessment
rubric

e 15t Category: Excellent,

e 2" Category: Very Good,

e 3 Category: Good,

e 4™ Category: Average

e 5™ Category: Requiring Attention.
The presentation of the data documents is meant to answer my third sub research question of “What
evidence of voice and subjectivity is visible in English additional language (EAL) students’ texts?”
In correlation with the lecturers and the tutors’ interviews | have presented above, and analysis of
students’ individual and group assignments. For the purpose of clarity, | have presented students’
performances in the different categories as shown in the bullet points above. This is done under
different topics that required different narratives-from first-year education students. Not in any
particular order Tables 1-9 represent the five categories of students’ performance during
assessment of assignments. The assignment in Table 1-was-on corporal punishment. If it should
be reinstated in schools or not. Presentation problems were visible in both Afrikaans and isiXhosa
students. There was conflict because this was a group assignment. One of the students wanted
punishment to be reinstated but her colleagues cautioned her. She felt vulnerable. In the one-on-

one interview, Olwetu 4"KS expressed this view about their assignment;

Personally, I felt that corporal punishment should be, should be re-introduced into
schools in the country, in a more, in a more, in a more controlled way. Because now you
find that, there are teachers that are killed, teachers are beaten up at school. And when |
watched the video, some of the teachers can’t even react, can’t even defend themselves,
because they are afraid that, the law will definitely rule against them (16/05/2019).

These views were however not expressed in the assignment because Olwetu’s colleagues disputed
her views. Table 1 shows that the students scored average in the assignment. This student made
me understand that their conflicting views could have contributed to their average score. But my
analysis found that the references they used were not justified. They also started sentences with

small letters and used strong modalities to express their views on this topic.
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Table 4.1: Group Assignment 1

Group Content Marks 27.5/50 | Lecturer or Tutor’s Remarks/
Essay Feedback

Essay 1 | Introduction 6 Performance is average

Essay 1 | In-text 1.5

Essay 1 | Bibliography 35 Bibliography not reference list

Essay 1 | Content 8

Essayl Language/Style 6 Structure and grammar errors.

Essay 1 | General Impression | 2.5 Your ideas are not clear

The next assignment was based on the transition from high school. What it means to these students
as first-year students. The students’ performance is rated in the 4™ Category as average. This is
presented in Table 1. To elaborate on why some of the students performed averagely, | present
interview data from Lec.2;
Yes. Some still make those errors. You can’t eh, normally it’s eh, that’s why we say its” eh
certain things are just but normal because remember-these are first-year students and there
might be some other factors for-any beginnerinanything; there is always a beginning and
there is always a stage where; where you improve and you move further. So, the new
students repeating the errors in their corrections are very normal. It’s not like something
like a taboo or something that cannot be improved. It’s something that we expect the new
students to have. Those challenges. That is why you have modules like this one structured
for first-year students. Ya. It builds the new students up because we know that being new
in the field of academia they will obviously have these challenges at the beginning
(10/04/2019).
My analysis of the content of the assignment presented in Table 2 appeared to confirm the
lecturers’ point that the students are new in the discourse of academia and need a holistic scaffold
to orientate them. In addition, the challenge of referencing to justify the students’ viewpoint was
visible in the students’ answers where these students find it difficult to engage with the previous
scholar’s views. The effect is students quoting what the previous scholars said without

synchronizing it with their own views.
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Table 4.2: Assignment 2

Individual | Content Marks Lecturer or Tutors’ Remarks/Feedback
Essay
50%0/100%
Essay 2 Introduction 5 Average performance
Essay 2 In-text Do reference properly. See guidelines
Essay 2 Bibliography 5
Essay 2 Content 15 Proof-read your essay before submitting
final copy
Essay 2 Language/ Style | 10 Attend to language mistakes!!!!!
Essay 2 General 10 Too many mistakes!!!!! Use Strong’s book
Impression or article more with reference to Qualities
of Effective Teachers

Table 2 above presents essay 2 which was a question on the qualities of a good teacher. This
assignment is also scored as average performance. Lec. 2 Had this to say in her assessment of this
essay answer:
The concept of voice in writing is not understood by most of the first-year students, but
when | give feedback on assessment | equally have to explain to them. Yes, during
feedback. So, when 1 give feedback, I equally explain what is expected of them but some
of them do not even understand-what you-are tatking-about, they will like justify what they
wrote by saying ‘this what | meant, Doctor this is,what | meant when | wrote or said this’.
And you’ll still realise that they are talking to you but showing that, they express themselves
more in the first language. But the students themselves do not realise this. So, they are like
saying, ‘I was right to say this because this is what | meant’ then I will tell them is what
you meant but this is not what you wrote. There is a difference between what you meant
and what you wrote. Yes, that is why | give you the feedback and I tell you how to express
your idea clearly because what you wrote was not clear. Yes, even though | understood that
this is what you meant, this is what you wanted to say, that is why | accorded marks for
content. Because | realise you understand that this is what you need to say. But that is not
what you wrote down on the page (10/04/2019).
The lecturers’ feedback with the students in Table 2 suggests that the student hears his or her
views clearly when writing in the unclear language. However, from the analysis, what makes the
point unclear to the lecturer is the wrong costume that the student has presented the thoughts in for
comprehension. The costume in my context means the language of presentation. As suggested
previously in the interview presentation, this might be no fault of the student who feels he or she
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has been given an opportunity as a first-year professional development student in the university.
My analysis reveals the need for a holistic scaffold with a degree of tolerance signifying in the
lecturers’ feedback. A need that could enable educators to comprehend what counts as knowledge
to these students, in order to relocate the students’ personal ideas into a rehearsed costume of

academic discourse.

Table 4.3: Group Assignment 3

Group Content Marks Lecturer or Tutors’
Essay 30/50 Remark/Feedback

Essay 3 Introduction 55 Good performance

Essay 3 In-text 2 Check in-text references

Essay 3 Reference list 3.5

Essay 3 Content: 9 Incomplete sentences

Essay 3 Language/Style 7 And always check your punctuation
Essay 3 General impression | 3 Please avoid run-on sentences

The assignment on Table 3 was again concerned with the issue of corporal punishment and its
reinstatement as a disciplinary measure in schools. The rating category is good and noticeable from
the marks and the lecturer’s comments. My analysis of these assignments revealed incomplete
sentences that consist of ideas that were not elaborated due to presentation challenges. In some
sections, ideas were also presented without explanations. The general comment of the lecturer to
the student to “avoid run-on sentences’ shows the lecturers’ efforts to signpost the student on the
right way of constructing ideas that shows understanding subject matter. My analysis of the
students’ writing led me to understand that, for the feedback to be productive, the students’ needs
the right language choices that will enhance their presentation of clear and coherent ideas. English
for academic purposes in this context is invaluable to complete written tasks that can help score
good marks. In light of this, limited awareness of relevant language limits the ability to construct

clear ideas reducing the students’ views to meaningless signs not understood by the lecturer.
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Table 4.4: Assignment 4

Individual | Content Marks | Marks | Lecturer or Tutors’ Remarks/Feedback

Essay 10/50 10/50

Essay 4 Introduction 2.5 Underachieve

Essay 4 Paragraph 2.5 Poor construction

Essay 4 Language and | 2.5 Please, note that the first-person pronoun is
Style always in capital letters (1)

Essay 4 Conclusion 2.5 Not necessary.

Essay 4 General remarks Please do not get wrong orientation

Table 4 presents an individual assignment of one of the student participants on their first day at
university and why they choose to be educators through the professional development course in
their B Ed. This assignment was given in the first term to test these students’ level of literacy,
creativity and awareness of context. As seen from the lectures’ comments and the students” marks
this student underachieved. Analysis of this students’ script showed a lack of mutual intelligibility
in their academic discourse. In addition, the narrative.from the students’ answers showed no
language awareness and a need for-academic conventions. On account of the general comment
made by the lecturer, my analysis revealed a feeling of loss in this student. His feelings of
excitement to be at a university did not give room to his mind to be prepared for the proactive
nature of the intellectual dialogue. As such, this student-expressed a personal disappointment of
not being given enough information on what to expect in this elitist context. In my context, these
group of students require attention as indicated by Lec. 2 who calls in students like these ones and

explain to them that, what they wrote might not be applicable in the context of university.

Table 4.5: Group Assignment 5

Group Content Marks Lecturer or Tutors’
Essay 31.5/50 Remarks/Feedback

Essay 5 Introduction 5 Very good performance

Essay 5 In-text Ref 4

Essay 5 Bibliography 4

Essay 5 Content 9
Essay 5 Language/Style 6.5
General Comments | 3

Unclear in some places

Please avoid long sentences as they make
your ideas seem unclear

Table 5 deals with another group essay on corporal punishment. The presentation was better in

this essay because of the knowledge of content. In addition, during one-on-one interviews, | was
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informed that these groups had consulted with tutor and visited the writing centre to prepare for
this assignment. The assignment is thus rated as very good. The isiXhosa student who felt strongly
that she had something to contribute to the decision making of her community had this to say;
Olwetu 4"KS:

I would have taken the position where corporal punishment be re-introduced in schools

in a very controlled, like in a controlled manner. In a manner in which when all other

measures have failed then it should come in. Because to me nowadays we not just

dealing with the law but with the rights of children and these children are very clever.

They end up manipulating the law to benefit them even if they are on the wrong. So, my

take will be for corporal punishment to be reinstated. So, | feel that, but with my other

colleagues when we had to write the assignment, they like no, this is something that, eh,

this is something that they they use to evaluate you for maybe we we supposed to go

into the schools and stuff. So, | thought, they’re telling me that it might actually count,

you wanting corporal punishment back.into-the system might actually affect you for

them giving you a space in the'schools.-Se;{-was-tike okay, when we write our our...

(16/05/2019)

My analysis of the assignment on Table 5 indicated that, though the above student wanted corporal
punishment back, she did not base it on empirical evidence. However, her colleagues advanced
disadvantages of this form of discipline from'research'that indicates physically, emotionally and
mental issues to justify its discontinuation.. However, although language and presentation
challenges were visible in this essay, the students’ views were understood though as indicated by
the lecturer unclear in some places. Equally, during the interview process, | realised that the
isiXhosa student Olwetu 4""KS, was not sure about the form of voice construction that was needed
for this essay. Her colleagues interpreted the question to need legalized evidence that will justify
their arguments that, there might be a need for this form of punishment, but the law prohibits it.
Other research might have also shown otherwise. Hence, in the presentation of voice and
subjectivity in academic writing, an emphasis on personal beliefs might sometimes contradict
empirically justified concepts. As shown in Table 4 from the lecturers’ advice to the student not
to pick up on a wrong orientation. This concern of contradictory ideas in writing that contradicts

academic discourse was a pattern that showed up in 80% of the student participants ‘assignments.
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Due to the issue of contradicted ideas that | have just mentioned, some students were not very keen
in working in groups when it comes to writing assignments because they feel like this, Evelyn 3"
KS:

I, it’s like when it’s a group work, is mostly divided into sections, so maybe section A

will be given to someone else, section B will be given to someone else and that section C

will be given to me and then if | manage to get the total in my section higher, I will feel

like if 1 did everything alone | could have done better and scored more marks because the

others they get maybe ten out of twenty. This makes me feel that if | was doing everything

by myself | could have done better because we different and here in the university for

different reasons and ambitions because | am serious and some are serious but others are

not serious

The above-mentioned view came out differently in another students’ discussion who felt that group

work puts him down and breaks his self-esteem (instead of building) when their ideas are rejected

or conflict. The data strand presented below-can-help-explain this:
Nkosi 5"KS: Ya | can say sometimes | do-build that self-esteem, but sometimes not because
you can feel sometimes people they underestimate what you‘re saying. Ya Ya. Even though
we give each other chance to express ourselves but you as a person, you have that feeling that
Okay, what I’ve just said they underestimated it. So, in that way, you cannot build self-esteem.
Ya. Yes, | feel like that, | feel sometimes:I'can feel that okay, what I’m thinking is correct and
I can express it when | am writing. But on the ‘other side (laughs) I think yoh! This is totally

wrong for the university writing. Ya.

Table 4.6: Group Assignment 6

Group Content Marks | Lecturer or Tutors’
Essay 10/50 Remarks/Feedback

Essay 6 Introduction 2.5 Underachieve, language challenge
Essay 6 Paragraph 2.5 Not clearly expressed

Essay 6 Content 2.5 Express your ideas clearly

Essay 6 Language & Style | 2.5 Long sentences

Essay 6 General comments Your essay is too short
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This was another transition question. The student who happened to be an Afrikaans participant
never bothered to type the assignment. It felt like she stippled it for marks. The personal pronoun
dominated half of her response with no signs of the knowledge and intellectual voice construction.
This could reinforce Lec.2’s advice to me on the transition question:

R: Needless to mention that high school doesn’t prepare these learners for university,
but do you think, high schools could do better to prepare these learners because when
these new students enter the university, universities are like sitting with this problem. If
I may call it a problem that universities are now pushed into some sort of fix when the
unprepared students are within their context? Do you think just for future studies if the
high school could also try to better prepare these students at least with shift in mind-set
and linguistic change, then the weight might also be lighter on universities to realise a
higher throughput rate and growth?

Lec.2: If I may start by mentioning to you-that-this is not completely out of your topic
because in high school most of the students-you-wit find them writing their essays in a
particular format. And they will-always maintain that fact that their teacher in the high
school told them that, which means it’s written there in the students’ minds if I may say
Lec. 2: Yes. It also means it’s s0 strong or entrenched in their minds. So, they think they
can’t shift away from this “ourteacher told us that, you can write, the format of the essay
must be like this. You must follow it like this, if you want'to write you must write and
our teacher told us that, even the headingsyou can write them boldly like that in the
essays and so and so forth’ So if eh, that, that is why | say it is still connected to your
topic because, there in high school, these students are restricted to, in the high school
they are made to, to not to see the importance of subjectivity of voice in writing.

R: It’s like a rule-following format or structure there.

Lec. 2: Yes, a rule-following structure and there is a restricted standard in this context
that the students must follow and maintain.

R: So, it’s like a norm.

Lec. 2: Yes, a norm. So, it’s not helpful when these students come to the university
because academic literacy is trying to move away from that eh eh rule-following
particularities or following particular conventions of doing things. We realise it’s not the
right way especially for language. So, if eh, eh, they could (educators) already at the

level of high school prepare these students and tell them that, even though you have
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these format that has been given to at the school to write your essay, that
notwithstanding, it is also acceptable to go out of these conventions. You could equally
write in a way that, you-you-you express yourself in a personal way, you make your
personal voice to be heard in a way, not necessarily maintaining, because | gave you this

or that rule.

About half the student’s population resonated with the above view from the lecturer especially on

the language issue when they had this to say:
Jaydene 3"9AS: Martina, | have been thinking about it, from my side | feel that if there can
be somebody from the university that can go to schools and just tell the students that all
your subjects is going to be in English so you must prepare throughout your schooling life
on how to to use English and don’t wait till you come to university. Because there is | am
sure there are not many universities that can teach us in our mother tongue all of us. So,
English is our main focus so | think high-schoel.should be aware and adapt that language
of teaching to prepare learners for the university.-Thisisnot to disregard the mother tongue,
but they should just prepare students-already at school-because it’s not easy when you come
to university to only get the English from the university precisely because you only have
four years which is packed with a lot to do in the English that is not comfortable at all. So
most of the time you struggle because you don’t want to fail yourself and leave without
finishing your career. But others do find it'difficult and prefer to leave at a certain stage and
look for a job where they can easily:use Afrikaans. But then you want to come back again

and complete your studies which is not good.

At this point in time, | believe, the above student’s viewpoint calls for more research into theory
and practice on the invaluable role of the university as a professional development institution. This
plea insinuates an uneasiness to the educators on the depth of the language challenges faced by
some additional language students. This can become a challenge that could lead to helplessness
and a sense of loss in students who are mandated to go out and be teachers in the schools they were

once a part of.
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Table 4.7: Group Assignment 7

Group Content Marks 27.5/50 | Lecturer or Tutors’

Essay Remarks/Feedback

Essay 7 Introduction 55 Average

Essay 7 In-text Ref 2 Please, re-write referencing

Essay 7 Content 11 Not clear

Essay 7 Language & Style | 6.5 Long sentences

Essay 7 General comments | 2.5 Always check your sentence
structure

In Table 7, | presented another essay on the Transition from high school into university. Due to
poor sentence structure, long sentences and poor construction these students performed averagely
despite scoring up to 11% of the overall mark for content. In analysing this assignment, 1 picked
up issues like sentence structure, lack of-presentation.skills and limited English vocabulary that
could construct voice and subjectivity-in-the written pieces. A sense of direct translation from
either Afrikaans to English or isiXhosa to English mentioned in the interviews above was also a

pattern is seen in this students’ essay.

Table 4.8: Group Assignment 8

Group Content Marks | Lecturer or Tutor’s Remark

Essay 10/50

Essay 8 | Introduction 2.5 Another underachieving with strong weakness

language

Essay 8 | Paragraph 2.5 Not clearly expressed

Essay 8 | Language/Styl | 2.5 Express your ideas clearly
e

Essay 8 | Conclusion 2.5

Essay 8 | General Please always check your sentence structure
remarks

In Table 8, I presented another essay on the transition and why these students chose to be teachers.
Regrettably, the students score here showed that they have under-achieved. In the context of the

literacy course, this mark meant that this particular group of students needed intervention, either
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from the lecturer or tutor. In addition, my analysis of this assignment signposted an emotive
function of the personal pronoun to express lived experiences in high school and present the
university context of the students. Besides this, the essay indicated a lack of awareness of the need
for a shift in language and context. Furthermore, the way these students wrote the essay made their
views unclear. The misrepresentation of punctuations, use of capital letters and sentence structure
that constructed ideas that did not cohere was prominent in this essay. For a better understanding
of my readers about this example, | present one of the lecturers’ viewpoints on the poor
performance of students like this presented in Table 8. Lec. 2’s response highlighted the poor
performances of some students when asked,;

R: Which group of students in your opinion experience more challenges in written

assignments to bring out clear and coherent ideas?

Lec. 2: The, eh! The first additional language students, eh let's not say first additional,

lets” just say additional language students because it could be second additional language,

it could be the first additional language, but-atl-of them. So long as eh English is not their

first language, or it is an additional-language-for-them, they have a challenge, of

expressing themselves. So, it could-be the first-additional, .second additional or in some

cases third additional language. But so long as English is an additional language, it poses

a barrier.

The above response supports my-argument'ofa possible influence of English on the way additional
language students’ express ideas:in academic writing.. The language on paper, as viewed in the
assignments in my context, might not be a true representation of what the student intended to
communicate due to a knowledge barrier. This evidence underpins constructivists’ arguments of
the need for language to serve individual users so as to develop them (Postman & Weingartner,
1969).
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Table 4.9: Assignment 9

Individual | Content Marks Lecturer or Tutors’
Essay Remarks/Feedback

78%/100%
Essay 9 Language / Grammar | 20 Improved, but avoid long sentences

High performance. Excellent

Essay 9 Structure /|20 Linking words to build voice
Organisation construction.
| believe...
Essay 9 Content 18
Essay 9 General Impression 20 Good Points, be on the lookout for
longer

sentences and repetition. An emoji

of-laughter

The last essay | present in this section in Table 9 was written under the topic, the qualities of a
good teacher in relation to why the student chose to do the professional development course in
education. This essay was written at the end of the second term to end the first semester. As seen
from the marks and the lecturer’s comments this assignment merited a high achievement with
category of excellence. | also ‘noted that this was an ‘individual exercise where the student
participant made a lot of effort to achieve. Further to this, | was made aware that, during group
work some of the students did not really put an effort, which sometimes weakens the strength of
the exercise. | say this because this same student participant was part of one the previous group
assignments but performed averagely. Feedback from the lecturer confirmed an improvement in
the literacy level although she struggled with the construction of voice. However, the lecturer
scaffolded the student to express her ideas as ‘I believe’ with a gentle reminder to use words that
could signpost ideas and cohere one viewpoint with the next. In order to further sharpen the issue
at hand here, | present pedagogical knowledge from one of the lecturers that informed me of a
constructivist approach to voice, subjectivity and agency in academic writing. Lec. 2 had this to
say on the performances of the students after they get immersed in the academic program EDC111:
Lec.2: Okay so, like you mentioned before yes, this course is six months, six months is

just for the first eh semester, eh but that notwithstanding, this is not the only support that
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these first-year students do have. Because this course accommodates students from other
first-year courses that are being given. And during the second semester, some of them,
almost like eh, almost like eh, half of the class do continue in other eh, eh kind of literacy
studies which are like a build-up on this because they go deeper into vocabulary and
concepts. It’s like a follow-up and deeper into the presentation of certain concepts and
theories of academic literacy. So, by the time we run to the end of the year, and that
module, one of them | also take. So, some of the students I have right now continued with
me in the second semester.

R: So, you want to say the students don’t experience that gap as if they are just dumped
into the ocean to swim without assistance?

Lec. 2: Yes, they don’t experience that gap and so they are still in the first year. So, by
the time these students get to the end of the year, most of them are better off than the time
they came at the beginning of the year. And most of them can attest to that. Like their test
marks, their progress reports, you can _see-the-progress report and things like that, you
realise that most of these students-have-improved-and they are able to write eh essays
fluently, they are able to even-express-themselves-better than they use to be at the
beginning. So, | think eh those additional courses, and then, there are some courses that
are also being offered during the second semester not just my course but eh, the other
courses are given to those who may be considered like being too attached to their first
languages. And so, they are asked ‘to eh-differentiate it, to'identify which first language
these particular groups of students use in their'schools. And.if they identify for example
if, eh isiZulu was used during the period in their schools, they will be asked maybe to take
isiXhosa for example. If they used eh, if they did something like eh Sotho in their schools,
the students could be asked based on what level, how, how much, how much of that course
they had during their school. They could be advised maybe to take Afrikaans. So, they
have different. Why the university does that, it is because, there is this saying that, ‘most
of the time, the foundation, a stronger foundation in eh in a first language will build or
will encourage the better development. Because some of them, if they have a better
foundation in the first language, it’s going to help them to develop more in the additional
language. That notwithstanding also, there could be eh, | could suggest that during eh,
when workshops are being organised, certain workshops are being organised, even not eh
limiting them that they are still first-year students. Some of them should be considered for

those workshops so that, they see and hear how other scholars, depending on what are the
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topics that are being discussed or presented during the workshops. If it has something to

do with literacy, academic literacy, then it is advisable to include them.

In my opinion, the discussion presented from the lecturer points to the relevance of pedagogical
scaffolds by lecturers and tutors of additional language students on how to relocate personal
knowledge and reconstruct voice in proactive scholarly positions. Notwithstanding this, these
students need a socio-cultural perspective of voice and subjectivity that can help display their

diverse lived experiences.

4.5  Data Analysis
As defined in the introduction of this chapter, the process of analysis is meant to help me make
sense of the raw data | have presented above. To put it in a nutshell, I have so far attempted to
understand how some additional language students construct their opinions from a position of
discomfort in a language which, intimidates-and freezes their ideas in some situations. Having one-

on-one interviews with all fourteen participants-was an-enlightening process.

I have analysed the interviews and analysed the documents to compare historical information on
the one-on-one, face to face interviews and assignments as verifications. | analysed the text that
came from transcriptions and assignment documents. Triangulation of interviews, text from

transcriptions and physical assignments as documents triggered the following themes;

I.  challenges of additional language students in the construction of voice and subjectivity in
academic writing;
ii.  How lecturers and tutors deal with diverse students when it comes to the construction of
voice and subjectively in academic writing
iii.  English Additional language students and their lived experiences in academic writing.
I have factored in triangulation with a view to understanding the commonalities between the

emerging issues as well as other issues that are central to my study.

45.1 Challenges of some additional language students in the construction of voice and
subjectivity in academic writing
In the South African multilingual context of education, academic literacy is conceptualised in

conventional frames. This to the comfort of some elite scholars and first language students, but,
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much to the discomfort of, additional language students who constitute the great majority of the
student population. Analysed data from two lecturers reveal the challenges of some of these new
students’ who are sometimes intimidated when required to speak or put ideas on paper. One of the
tutors, T1 (Sibou) also expresses concerns of the Afrikaans and isiXhosa students in the strands of

interview bellow;

R: Following up from that, do you think the students who experience the challenge the most
are the ones for whom English is not the first language?

T1: Particularly, I will say yes. That is the other case that we are faced with because you will
find that some of the Afrikaans students are writing Afrikaans terms which 1 am a Xhosa native
I couldn’t understand them in my assignments. So, it was quite difficult for me to understand
some of them and then the grammatical errors that you find even in the isiXhosa speakers, you
discover that they are actually using some of the grammatical rules from their native language
be it isiXhosa or Afrikaans to get to this. English.

R: Which means they are using their first-language as a resource to translate and write in the
present language they write in (English in-our context)?

T1: Exactly! And I | think they found it so comfortable to be doing that because they they
know their language and they are, they are comfortable with their mother tongue so they
are able to shift those rules into English in order for the meaning not to be lost somehow

somewhat.

Notwithstanding the above-shown strands, some of the students try their best to exploit the
available resources to fulfil their dreams. As mentioned in the literature of my study and in the
problem statement, additional language students find it difficult to appropriate their ideas from
their first language which is a position of comfort to the second language and eventually on paper.
My observation of this situation compels me to question writers who pathologize these students. |
say this because these writers continue to interpret issues from a position of comfort. They feel
that being able to use language well justifies the students’ modelling of academic discourse.
However, in my understanding of interpretive-constructivism, knowledge is perceived to be
constructed for it to be practical and sensible for those who construct the signs. By the same token,
| believe, that the University of the Western Cape as a place of knowledge construction, can be
serviceable for additional language students to create signs that can be interpreted for their

educational benefits as well as their educational wellbeing.
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In my analysis of the data is drawn from interviews and documents, | could attest to the challenges
of some of these additional language students from an insider location. In analysing the data, |
have looked into these testaments from Nkosi who happens to be from Johannesburg and who had
the opportunity of speaking isiXhosa even though his home language is isiZulu. When I asked him
about this, I was surprised by his response. | was surprised because, though he struggled to speak,
when he articulated in English he did well. His responses are as shown below:

R: So, in school where you taught in isiZulu or in English?

Nkosi 5"KS: From school usually, | was taught in isiZulu

R: That is from grade R to Grade 12.

Nkosi 5"KS: Yes, from grade R to Grade 12

R: Okay.

Nkosi 5"KS: Yes, | was taught from grade R to grade 12 in isiZulu. So maybe our teachers,

our teachers use to teach us in isiZulu because they want us to understand, more or the content,

maybe make things more related.“You know-what-{ mean:

This same statement echoed from about three or four of my student participants. My interpretation
of this commonality-based questions, if knowledge in academia simply calls for comprehension in
a specific language (English in my context) then assumes a certain degree of primacy here. What
I inferred from NKosi’s response-is that his teacher‘used isiZulu to teach him from a position of
comfort. And consequently, Nkosi felt:that his-knowledge acquired through isiZulu was valuable
in every context. Therefore, inability to effortlessly articulate or construct clear thoughts in
English, in my opinion might not be the fault of Nkosi. On the contrary his unsuitable creations

express sensitive literate acts of literacy is a social practice (Luke, 1991).

I want to think/believe that in high school, Nkosi 5"KS could do with his knowledge of language
without feeling guilty or less of a human because he lived and practised amongst the same
populated ideas. | believe, any shift, is natural whether it occurs socially, geographically,
linguistically or ideas. I wish to say that, what might seem awkward in a linguistic shift is aligning
the mind, the soul, and the body to be able to cognitively weather the shift. Considering that this
thought is only applicable in my context, a shift in language might be a complex issue. My analysis
might enlighten the reason why when it comes to language, others at the position of comfort

constantly remind you that you are in the wrong boat. In view of this, additional language students

167



could be treated with admiration because compared to monolingual speakers they do many shifts
in order to accommodate contexts. On the other hand, monolingual students experience the single
issue of change in the level of discourse that might have nothing to do with language shifts. I then
hasten to assert here that, my point in this study is not really about the language issue, rather, it is
what one of the lecturers implied ‘to break out and to expose’ the position of comfort I verbalise
in this piece. This, | believe might only be applicable in a celebration of language as valuable
human artefacts for interaction which can become feasible through a collaborative, inter-
subjective, and mutually constitutive dialogue that values inclusion in a uniquely blended readers’
and writers’ voice (Bakhtin, 1981).

45.2 How lecturers and tutors deal with diverse students when it comes to the
construction of voice and subjectivity in academic writing

In my analysis, | noted a mix up in the understanding of the concepts between the lecturers, tutors
and students. The lecturers and tutors are doing-their best to enlighten these students with these
concepts to free the students from ignorance--This-is-however challenging because the students
have moved from high school with-an.almost-distorted.mindset, not only in language-related issues
but also in issues that involve cantent and valuable information needed for intellectual growth.
When it came to the question of measures to address literacy students had conflicting thoughts.
This conflict ranged both between the Afrikaans and isiXhosa students. For example, two
Afrikaans students were not happy with the measures and two were happy. Two isiXhosa students
followed the same pattern.

Olwetu even in her unconvinced mind many of the issues around her new study

environment has this to say:

R: Okay. That is interesting. Almost the last question. Are the measures put by the

university to assist first-year students develop their literacy skills of benefit to you as an

additional language student?

Olwetu 4"KS: Yes, | think they actually, they doing their best. We have thousands of

students in the university and so much we have only much of the staff working in the

university. I think they are doing their possible best. However, besides my, my feelings

towards the university saying that, if they allow me to interview people only, the rules

and regulations that we have to live by, we have to, as much as we are diverse people,

there is something that has to bring us together to work towards one direction. So, |

actually think that the university is doing its possible best because we have the writing
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centre, we’ve got our tutors who when we need help from them. We’ve got consultation
hours and so forth. They actually are doing their best.

From this students’ body language, she showed that she is really appreciative of the
opportunity though she has issues. From her body, | could read like she shames, poor
university. However, | understand that a university cannot address all students’ issues
because it expects students to be proactive in their needs

R: The last question, but not the least (laughs) Will it have been profitable if this course
was extended to the end of the year to give you more foundation?

Melissa 5" AS: Definitely, because the more you are exposed to the vocabulary the
more you practice and you can do more and can do better as well.

R: Considering that the subjects compact, it has to make you aware of concepts the
notion of voice and conventions?

Melissa 5" AS: Yes

R: Maybe if it might have been extended-to the.end of the year, would it have helped
you to familiarise with academic vocabutary-and-the concepts they relate to?

Melissa 5" AS: That’s right

R: Then it will now give you room to be able to think properly and practice to understand
the notion of voice and subjectivity in the written essays that you submit to lecturers and
tutors?

Melissa 5AS: Yes

The lecturers also gave mind blowing understanding on the concept of voice in academic
writing. Both lecturers had good skills, and expertise to build up the self-esteem and
content knowledge of these students in ways that signpost them on how to break free
from ignorance. Equally, to encourage students to write using language and concepts of
academic literacy, the Lecturers and the tutors played a great role. The two tutors had
this to say;

R: First question | will ask you, in your practice as a literacy tutor, as EDC111 tutor,
do you support language skills that could nurture language awareness in the construction
of voice and subjectivity in academic writing?

T2: 1 will say | do support the voice construction because | always encourage my
students to actually go and read up and not just write their general knowledge. 1 told, tell
them that it’s good to actually have a general knowledge of what they are writing about,

maybe they are given an assignment. But | will also encourage the students to engage
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within the scholarly community because they have to understand they have to
understand the transition from high school into university (subjectivity) and now having
to abide to laws and conventions of the academic community and to the scholarly
community so to speak

T1: 1 would say there is a part that | | say that | do understand, the concept of voice and
perhaps how one should voice out thoughts on paper because | really acknowledge the
power of voice in writing and because indeed in writing everyone needs to voice what
they think, so | encourage them to use their general knowledge but accompany it with

these literature writers or scholars as well

The principles of teaching and learning language encourage that, language be learned in a
comfortable language-rich environment. By the same token, Gee (1999) stresses the importance
of discussing relevant concepts in the right vocabulary to enhance the identity kit students need to
write with. In the words of Vygotsky, (1986),-as thoughts are directly attached to language, naivety
in the content knowledge by "educators—-can—be-problematic. | think the group of teachers
empowering these learners are good. One student supported-this view by pointing out how helpful

her tutor is.

However, not all students felt that the measures put in place have done anything for them. The two
students from Atlantis felt the system‘has failed them. But the greater sentiment was how helpful
the tutors were to redirect them from the way these-students felt. This analysis has helped me value
the research process which has been very informative. By the same token, it has helped me to

understand how the concept of voice develops after a period of time in students.

4.5.3 English additional language students and their lived experiences in academic
writing.

Sivasubramaniam, (2015, p.79) defines competency by aligning it to the socially constructed
notion of language that is fluid/indeterminate, open-expansive and elusive. Hence, language
competence cannot be calculated and valued for its worth. On the contrary, this view of
competence is value-laden, collaborative, inter-subjective and unaccountable. In this regard,
competence is measured by the five senses of touch, sight, smell, and hearing.
My analysis of the students’ assignments picked up some challenges of linguistic transfer that the

students themselves expressed during the interview process. During the interviews, one of the
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students made it clear that it was impossible for her to differentiate between certain verbs and
grammar. However, in analysing the same documents | picked out elements of competency along
with those issues that concern the role of a teacher and discipline in schools. | again confirm what
one of the lecturers said about rewarding marks for content though the construction is unclear,

which is an aspect of competency. Sivasubramaniam, (2015), argues that,

“Given that research data in education is usually obtained from human beings, the compulsion to
qualify them as seen in a rationalist epistemology reduce human beings to test scores, mean scores
and empirical scores... characterising the students as tests scores, statistical items and grammar
production units of correct answer spouts (P. 79)”
I wish to support Sivasubramaniam's argument, (2015) that,

The scholarship of university moves away, or...Debunk and disavow a calculative,

quantifiable, objectifiable, asocial and a temporal view of language and take-up;

A socially-aligned view of language which-stresses its social and inter-subjective nature (p.

79)
Additional language students will-continue to-be Guinea pigs for experimental purposes.
For that reason, additional language students can do with motivation in order to scaffold
collaborative nature that will allow these students to think critically. As such, students construct
voice, inter-subjectivity and agency in academic writing that could enhance a mind shift and shared

understanding in academic discourse.

4.6  Summary of the Chapter
In this chapter, | have so far presented the data collected from the instruments of my research and
analysed it. In the process of presentation, | was guided by my main and sub-research questions
and the themes that came out from the data. Furthermore, | have analysed the raw data under
themes that surfaced from the presentation. In conclusion this is what | have done in the analysis
and | hope it will help me lay the groundwork for generating confirmatory support to answer my

research questions in my discussion chapter.
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CHAPTER FIVE
CHAPTER DISCUSSION OF FINDINGS THROUGH IMPORTANT
THEMES

5.1 Introduction
So far, | have utilized the accruing ideas and insights of my study in progress to illustrate the
centrality, primacy and immediacy of issues to the educational practice of academic writing done
by first-year additional language students. The findings of my study point to considerations as to
how English as a second language can impact the structuring of concise and coherent ideas on
paper and the possibilities of maintaining academic writing as a social practice in academia.
Current clues emerging in my study appear to strengthen the narrative that, holistic scaffolds in
English for academic purposes may be essential for additional language students to relocate

subjective thoughts in their essays.

This chapter, therefore, echoes as wel as reinforces some-of the views that underpin my evidence
and the key issues/insights presented in my literature review, apportioning findings that could
enhance the interest that I illustrated in my main and sub research questions. Hence, for the purpose
of consistency, | have discussed the findings of this study under the matching themes in my data
presentation chapter. This has been.done with a view'to signposting the prominence assigned to
the themes that fitted into my research questions.and.further served to augment my discussions.
Brought together, varying perceptions in my analysis appear to underscore the need for a valued-
laden language consideration in academic writing in order to enable voice construction and its
unhindered manifestation. This was in order to reassure productivity and self-growth in additional
language students’ academic writing. However, the concerns of the naivety of a vital shift in
knowledge, language and context, as rhetorical components that could enable additional language
students repositioning to proactive ways to situate their lived experiences in comprehensive
writing also emerged. Finally, my findings need to be discussed via the interpretive-constructivist
approach chosen and employed in this study, where knowledge is meant to be constructed through

the collaborative process of the research (Stake, 1995).
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5.2  Academic Writing as Dialogue or Discussion in the Intellectual

Domain Requires a Shift in Both Linguistic and Awareness of Context.

In this section, | wish to deliberate on the emerging results of my investigation and its implications
for addressing the proposed research questions in conjunction with the objectives of this study. |
believe that this will help my readership come to terms with the dynamics and fallouts of my study.
The findings presented and analysed in section 4.3 of Chapter four revealed that, in response to
academic essay questions in my context of the University of the Western Cape, some isiXhosa and
Afrikaans students transferred idiomatic expressions and words from their first language to express
their viewpoints in English. Responding in context to an assignment on her experiences of the first
day at university, the isiXhosa student Nomsa 2nd KS showed no language awareness in the
written piece. This explains why the lecturer’s comments on her assignment, point to unclear
language and disorientation as a general impression. Likewise, in the interview process, both
lecturers and tutors confirmed issues of misinterpretations, in the reading of assignment questions,
further citing English as a barrier to the-comprehension-of subject matter. One Afrikaans student,
Cloe 1st as indicated in the interview process the way she sametimes misses coordination during
lectures points to the time she has to take so as to process some of the new words in English in
order to understand the subject matter.

By the same token, most of the student participants’ initial scores in the essays displayed instances
of misinterpretation that led to a miss-match with the requirements of the questions. | found out
that the lecturers were aware of this position, but were quick to illustrate pedagogical measures
like the literacy course in my study and other measures put in place to develop students. | wish to
point out here that the mismatch of ideas seemed to echo Boughey, (2008), in the argument of
diverse students’ deficiency in the rhetorical components that enhance engagement and voice
construction in university writing. However, my conversational interview process with the students
offered me insight into the issues of the mind, and how not being proficient in a language could
alter the comprehension and expression of thought on paper. This vital issue in my view might
then have been overlooked by Boughey, (2008) in her multilingual context of South Africa. My
consideration here emerged from some responses as reinforcements from tutors and lecturers that,
most of these additional language students, simply needed nurturing. The following response from
tutor 2 indicated to me that, in spite of the statuses of some first-year students as additional
language speakers, they could do better in an understanding of academic writing as a social practice
(Barnard & Campbell, 2004). This reaction from T2 a first language Afrikaans speaker:
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I think most of these students are struggling because they are not familiar with the academic
concepts or maybe these concepts are not really known in their first language. | say this because,
for example, most of these Afrikaans students listen to what is said in English, translated into
Afrikaans, adapt and understand before translating into written English. If the students cannot find
the word in the first language, they sometimes struggle to write their opinion clearly. The language
to this group of students could be a barrier, you understand? So, sometimes it could be a language
issue and other times the student just needs to adapt to the writing context. You see. And some are

naturally gifted with the ability to shift and adapt well in new contexts.

The above response signposts the primacy of sociocultural theory and second language acquisition,
where Vygotsky, (1979) argues that the mind can mediate any information or signs if encouraged.
In light of this, I feel enlightened that, this help, happens through scaffolds in this literacy course
EDC 111 that I explored. Lantolf & Therne,(2007) support the Vygotskian concept of
reinforcement and emphasise the need for-“frequency-and the guality of assistance” (p. 208) for it
to be effective in a new language context. My-results underpin‘Lantolf & Thorne, (2007) assertions
that, through scaffolds and collaboration with peers, the additional language student eventually
starts using the language to engage and resolve issues, as seen in the tutors’ reaction | have detailed
above. Evidence from most of the IsiXhosa and Afrikaans education students also showed signs
of engagement through attempts-to do better'in-next tasks. These students indicated awareness of
their challenges and saw a need'to put'more effort.to progress. As such consultations with tutors,
seeking assistance from the writing centre and group work with colleague emerged as efforts
students make to improve their writing. This is because, though English is not their first language,
the students see a need to be competent in it as to be able to voice their views in clear concise

English for comprehension by their teachers.

The implications to these additional language students’ enthusiasm for success in a university
career regardless of their challenges can help reinforce my exploration of the concept of voice and
subjectivity in first-year education students in my context. As | have mentioned in my literature
review, Papashane & Hlalele, (2014) analysis of academic literacy as a critical initiator of knowing
in academia, then acknowledges my isiXhosa and Afrikaans education students as differently
literate students in a position to become literate in academic writing as a social practice in

university (p.665). Hence, a current need for an exclusive voice course that could augment some
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struggling additional language students to reposition their ideas in academic writing as an inclusive

academic dialogue assumes particular relevance here.

At this point, feedback from the lecturers also indicated how some students interpreted the question
without an awareness of the university context as could be seen from the students’ marked
assignments. Lectures and tutors’ comments on areas like punctuation, unclear language and poor
sentence construction highlighted the language impact. Equally, in the one-one interview process,
three of the Afrikaans students indicated the problem of interpreting the questions and the English
terminologies. For the most part, | found out that the pattern of unclear ideas often indicated by
lecturers was a result of limited knowledge of English terminologies to explain and describe
experiences in writing. This resonated with older studies like VVan Schalkwyk, (2007) cited in my
literature review, where findings indicated some IsiXhosa and Afrikaans students’ complaints
about their inability to comprehend and use what they referred to some English terms within their
disciplines. Though most of the Afrikaans and-tsiXhosa students in my study indicated difficulties
in understanding discipline vocabulary-in-the form-of the terminologies, success was the first thing
in their minds. One Afrikaans, student had. this. to-say-about the disciplines’ terminology:
“Sometimes, like I am a Geography student. The terminology in the essay isn’t the standard that

you use for technical writing. It fades you up because language is really a barrier”.

The terminology challenge in the course of-writing flagged as a push factor that forces the
additional language students to attempt ‘a substitute ‘for the difficult terminology with familiar
ideas. This attempt usually results in language transfer of the familiar word to substitute the
difficult word. Such transfers draw attention to the difficulties additional language students might
encounter in an attempt to construe meaning in English for academic purposes and respond clearly
in written ideas in English (Jarvis & Pavlenko, 2008). Answers indicated the effect of not being
proficient in English as a disadvantage that places the first language isiXhosa and Afrikaans
students in an anxious state, which mostly leaves these students vulnerable to low ratings from the

lecturers and tutors.

The insinuation in my case was that some of these students became withdrawn whenever they are
required to give responses during lectures or tutorial activities, likewise in writing. In general,
response from Afrikaans students during interviews on the impact of English points to improper

language to respond in writing. Same traits also emerged from isiXhosa students. This response
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from one Afrikaans student embodies her encounters with the language and her role as a first-year
student; “So that when the lecturer asks questions we won’t answer. Because | am scared to make
a fool of myself. Because | can’t speak. Not that | can’t speak but the way | speak English isn’t the
standard that we must have in university”. This evidence in my case revealed the use of isiXhosa
expressions, as well as a direct translation from Afrikaans into English. This is in keeping with
Van Schalkwyk, position (2007) that presentation seems to create misperceptions in the students’
essays and plays out as constraints for these group of students. Students’ views on the low ratings
enunciated feelings of despair, less self-worth, restricted in fears of low self-esteem. The findings
I have discussed here can help confirm the claims | have so far made in regard to one-on-one

student interviews and from documents as assignments of some of these first-year students.

On the question of feelings of despair, lessened self-worth, and possible issues of low self-esteem
voiced by students in my case, my findings, however, appear to be in conflict with some of the
views that | have voiced in my literature review (see section 2.4 in Chapter two). As discussed in
my literature review chapter, some issues-and-insights-on-language and literacy in South African
academic development programs seem-to-have been conceptualised from a position of comfort.
To elucidate on this, | reflect on Boughey's, (2008) analysis of different students in different
contexts. My discoveries seem to mismatch with her position of comfort when analysing the
subject of language, voice construction, engagement and knowledge in context. | am inclined to
think that, Boughey's (2008) sympathy towards disadvantaged or additional language students in
her context seems contradictory. This is because, to. me, she seems to be naming and shaming skills
approaches that pathologized additional language students’ lack of awareness on a linguistic,
knowledge and context shift. This is to suggest that these students’ sense of self is put under duress,
when “they do not have command of the rhetorical components” (p. 197) to express ideas that

indicate engagement, and their own voice construction and subjectivity in academic dialogue.

Notwithstanding the issues | have flagged above, the conclusion of Boughey, (2008) seems to
express a feeling that, these students who might be “non-traditional” (p. 198) or non-Anglophone
background students, do not deserve a place in the type of university that requires efficiency from
a position of comfort. In addition, this indicates the university context as ‘alien’ to the additional
language students in her context as opposed to the so-called “outside” contexts of these students,
raise multiple questions on the possession of language and context when it comes to knowledge

echelons. Likewise, the cautious presentations of her colleagues’ habits of ‘setting aside’ the
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reading culture, communicate in my opinion the level of the literacy believed to be attained by
additional language scholars in the type of universities Boughey, (2008) seems to refer. | want to
think, that she believes that, a university should accommodate and appropriate students who
understand that, the purpose of text, is hypothetical and its abstract nature is for engagement. I find
it hard to comprehend, how at one-point Boughey, (2008) seems to be writing from a constructivist
perspective where the text these students engage in need to give them a sense of self. Yet at the
same time some students are not eligible to understand university knowledge because of the
linguistic and socio-economic statuses of these students who to her, might be impossible to

educate.

In my view, opinions like the ones voiced above, that continue to view language as the sole
property of an ‘appropriate’ group of scholars as opposed to an ‘inappropriate’ group are illogical,
let alone asocial. It appears to me that, some form of double standard is being portrayed here as
the notion of ‘right” or “‘wrong’ seems to be.discouraged, yet, the same notion acts out in a subtle
costume of ‘appropriate’ and ‘inappropriate’-—i-believe, appropriate here involves competence
which is fluid, flexible, intangible and difficult to appraise. By the same token, language as a means
of communication that, acquaints competence is fluid, flexible and volatile. Consequently, voice
and subjectivity as the main components of competence might be impossible to be appropriated in
a multilingual context that exists in a country like South Africa where the language policy values

eleven official languages.

The analysed assignments of my student participants signified their attempts to understand and
construct meaning. The fact that my analysis points to the lecturer who awards marks for content
even when the ideas are not in clear English indicated to me that the students needed to be rewarded
even if the written pieces are not “appropriate”. In light of this, I wish to point out that, this is not
to undermine the need for an appropriate presentation of ideas and engagement in academic

writing. On the contrary, it is to encourage the students to do what they think might not be doable.

A point often overlooked in most of the literature on voice construction in academic writing is that
promoting an appropriate and inappropriate language conception in a multilingual context like my
South African context would mean being insensitive to issues of voice, inter-subjectivity, agency
and identity in additional language students’ writing. The study reveals that it is not the fault of

some of the students, for not being aware of the shift in context and language used in the university
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as has been observed in my context. In the literature, | observed that the political, and historical
context of South African made it impossible, to celebrate and value autonomous ways of
knowledge in a monolingual language. Section (number 4.3) in Chapter Four on the presentation
of the interview data from Afrikaans, isiXhosa students and lecturers and tutors can help confirm

the claims | have made so far.

The most compelling evidence from students’ interviews disclosed all the students’ wishes to be
in a university in order to develop their careers and life. | was also made to understand that, most
of the Afrikaans students on entry expected to be taught in Afrikaans. In this regard, though most
of the isiXhosa students seemed more at ease with English as the language, their anxiety became
apparent when they are given essay questions. | wish to argue here that, a possessive understanding
of language as the sole property of some individuals is problematic to my South African context.
With this in mind, basing the production of knowledge in the university on competence in one

language might be seen as an exclusionist toel-or-another form of discrimination.

Under the circumstances of their study, most of the students were aware of the context and the
need to reposition language and knowledge, hut they were not adequately equipped to successfully
do with the transition. Given these points, section 4. 4 in chapter four where | present students’
assignments as documents in the various tables indicted the desire to succeed in the career of
professional development. The-achievements-and the ‘comments on the assignment’s scripts
prompted the isiXhosa and Afrikaans students to realize that more was needed from them to
construct appropriate and clear ideas in writing for effective dialogue in academic standings. At
the moment, a constructivist view of voice, construction and engagement in academic writing in
the South African context could give emphasis to the critical socio-linguistic impact of English on

the construction of written voice by additional language students.

The literature further illustrates different cross-linguistic influences, ranging from the cognitive to
the types of knowledge produced in the context of academic writing. Jarvis & Pavlenko, (2008)
identified a cross-linguistic influence in multilingual context like mine. Although they wrote from
another context, these influences seem to play out in my South African context. Comparable to the
views of Javis & Pavlenko, (2008) language transfer seems to play out as a strategy and a resource
for voicing and achieving objectives in writing by isiXhosa and Afrikaans students rather than

being a constraint as commonly observed. Under the proactive circumstances of the professional
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development course, these groups of students try to translate what they have read or heard into
their first language so that they can understand and again transcribe the ideas back into English as
responses to assignments. On the negative side, these forms of manoeuvres create likelihoods for
errors, such as sentence structure, language functions, meanings and lack of consistency in these

students’ writing (Mggwashu, 2008).

The consequences are visible in my findings presented in section 4. 4 of Chapter four, which
shows either, failures, low ratings of marks and in the long run slow progress; a key point that
recaps my research problem. For the construction of a good readership, cross-linguistic influence
in my South African context will then be regarded as, the influence of the students’ knowledge of
isiXhosa or Afrikaans’ on the students’ knowledge and interaction in English (Pavlenko, 2010).
Given these points, the students’ essays presented and analysed in section number 4.4 as
documents in Chapter Four contain instances of language transfer clearly highlighted by comments
from the lecturers and tutors. Likewise, responses-from the lecturers and tutors in the interviews |

presented in the same chapter four-attested-to-the-above-stated claims.

Another key point in my discoveries involves the required knowledge in the university context.
Findings from the interviews analysed in section 4.4, table 2 and 5 of Chapter four revealed that
the social divide during Apartheid also nurtured a linguistic divide and contributed to the ignored
shift in language by some Afrikaans and isiXhosa students. | am‘inclined to believe that the reasons
for some additional language students’failure to discern the need of a shift could be due to the fact
that, knowledge in high school was taught in Afrikaans to the Afrikaans students and in some
places isiXhosa to the isiXhosa students. This form of knowledge, however, was not questioned
because of the level of theoretical understanding. | was also led to understand by this group of
students that, the university might not be alien to them as such. However, a point often overlooked
is that these groups of students might be limited in their general knowledge due to their socio-
economic circumstances and sometimes poor schooling background, which flagged in my
interviews. In the background of this study, literature appears to support this wherein Boughey,
(2008) presents a historically white university vis-a-vis a historically black university. She attests
in her analysis that additional language students and staff are differently cultured in language,
values and decision issues. This is to suggest that, white learners seem cultured into the theoretical
nature of knowledge. Although this may be true, it could also be an indication that the voices

speaking in the written text, that are given to these first-year students to analyse, touches issues of
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culture, selves and opinions not shared by black students. This is in keeping with the views of
Canagarajah (1999, p.10-11) where Mrs K, the English teacher teaches Western content that
conflicts with the cultures, views and identity of a Sri Lankan student, Ravi. By the same token,
interviews and document analysis presented in chapter four described the conflicting views,
cultures and identities of most of the IsiXhosa and Afrikaans students when constructing voice and

subjectivity in writing as part of engagement in university dialogue.

In light of the above-mentioned views, literature also stresses that reading and writing in an
additional language for multilingual students can be a complex undertaking (Swain, 2007).
According to Cangarajah, (1999) the heterogeneous nature of discourse, gives leeway for students
to enjoy more than one subject position for fitness of purpose (p. 30). This is to suggest that
subjectivity ought to be flexible for the student to negotiate and address his/her opinions. By the
same token, signs of my isiXhosa and Afrikaans students making shifts in thinking that responds
to required essay questions showed students’-engagements even if they are inappropriate. | wish
to interject here that, even though these responses-might fiot conform to the norms of academic
discourses, categorizing them into-segments-of ‘appropriate’or ‘inappropriate’ might also not be
proper seeing that, the responses contain these students’ voices. With this intention, the isiXhosa
and Afrikaans students could do with mare scaffalds of tools that do not compel them to conform

to particular ways of writing and conventional ways of relating to written text.

On the positive side, these additional language students could be empowered to use the written
text to speak about issues around them (Canagarajah, 1999). The interviews of isiXhosa and
Afrikaans students presented in chapter four contain raw data of most of these students advocating
and wishing to be guided to write what they think. The desire by one IsiXhosa student to ‘spread
her wings and fly’ in the interview data, could be an illustration of the students’ desire to write

about her context and things that really interest her community.

To put it in simple terms, advocating for a personal voice in the context of my isiXhosa student
might signify resistance. As can be seen in Canagarajah, (1999), my students’ attitude of non-
compliance to the norm seems to demonstrate a dual resistance; first, against the required voice
construction, and secondly, against the status of language in this construction. As noted above, the
student uses her position as a first-year student to enlighten me that she is not comfortable,

conforming to conventions because she is not an empty vessel. In light of her positioning,
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Papashane & Hlalele, (2014) analyse the emancipatory definition of academic literacy that seems
to expose the norm as a culture of a specific form of literacy. In the same way, the students’
opinions appear to concur with Freire's, (1996) notion of the ‘banking model’ of education, by the
oppressor to treat the oppressed as an empty vessel. This is to suggest that, the student in my
context utilised her position as a student to work against the available discourse. Yet in so doing
she resisted the dominance of both context and language to power her voice in writing as an

additional language student.

I am inclined to think that, basing the linguistic shift as well as all ways of knowing on one
autonomous language, might be a deprivation of some additional language students’ voice in
academic writing. The above claims considered, most of the Afrikaans and IsiXhosa students in
my view, signposted in answers of the questions and responses to interviews in my presentation
chapter, their attempts to either expose, resist or accept academic writing as a culture of a specific

knowledge society that might not tolerate theirways of knowing.

As discussed in my literature review-(see-section 2.2.in-Chapter two), the above-mentioned
resistance to conventional ways of constructing and engaging in discourse should be viewed as a
sign that the additional language students are attempting to construct knowledge in the new
context. However, the relevance of English as a linguistic habitus that the student requires to
authenticate the shift is also negotiated since the student might'be influenced by the first language.
Findings in my case support the literature in that when isiXhosa students negotiate text in English,
meaning is involved (Mggwashu, 2008). Section 4.3 of Chapter four can help confirm the claims

| have so far made here.

At the present time, taking a miss-analysis in a printed text, as a sign of being alien to the university
campus could be biased since there might have been no extra textual properties that could have
helped stimulate thinking in the students. Meanwhile, meaning in context and the quality of the
evaluation on the text might have been influenced by a misconstruing of the codes that are in
English. With this in mind, conclusions showed the lessened empowering effect of the English
medium of instruction on some first language Afrikaans students who felt that the literacy course
was of no benefit to them. Surprisingly, these Afrikaans students felt that they might not really
become competent in written English because their previous literacy experiences were immersed

into Afrikaans, which differs in meaning, sentence structure and grammar rules. Findings
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presented in Section 4.4 of Chapter four indicate this in the assignments of the students, through

scores and also some comments made by the lecturers and tutors.

It is important to realise that, the above indication resonates with Cummins' (2005) claim that,
conceptual knowledge between L1 and L2 are independent. For this reason, tuition in English
might not necessarily empower the isiXhosa and Afrikaans students, in my context with relevant
concepts so as to ensure a competent as well as a tenable construction of voice and subjectivity in
academic writing. With this in mind, the form of quality as well as competence required from first-
year students baffles some of these additional language students and set them back with feelings

of exclusion.

Taking into consideration the students’ circumstances, both the lecturers and tutors indicated their
resolutions on not using teaching methods that are theoretically strung. In effect, conflicting views
emerged from my data with one lecturer advoeating.that we should expose the position of comfort
required in language use (English): A viewpoint-that resonates with Papashane & Hlalele, (2014)
is that “academic literacy constitutes a critical-cognitive catalyst towards the creation of sustainable
learning ecologies in higher education” (p. 669). These claims can be justified by the findings

analysed in section 4.3 in Chapter Four under data from interviews with lecturers.

For the most part, the above-mentioned ideas-again resonate with, Sivasubramaniam’s, (2015)
view of language as a fluid, open-ended, and provisional tool, for the minds of the students to
interact and produce meaning in a continuous manner. It is important to note that in my analysis
the theme of a central understanding of competence in regard to my South African context could
be considered as an intellectual and epistemic equivalence of murder. Therefore, | wish to manifest
voice in my context of the University of the Western Cape as a semiotic sign. This could be a
dialogic space where, what everyone says means something (Bakhtin, 1981). Meanwhile,
Vygotsky, (2012) speaks of scaffolds, encouragement and motivation, as measures that could
empower the novice students to do what he or she emotionally thought they could not do. In sum,
measures that tolerate dialogic imagination in the twenty-first-century discourse are relevant to all
students in diverse university and not only to a privileged few, who operate from a position of

comfort and privilege.
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All in all, the data in my study appears to complement Bakhtin's (1986) theory, underpinning my
identity as to how I relate to this world. IsiXhosa and Afrikaans students in my context, therefore,
need to be encouraged to interpret their own meanings in an open dialogue. This is to allude to
Lantolf, & Poehner's, (2008) arguments that language is so diverse that people do not use language
in the same way and in the same tone and tenor. In light of this, | believe that voice and agency in
academic writing is a very vital step to decolonising the mind with which it can resist linguistic

Imperialism and infuse sustainable subjectivity into academic writing (Canagarajah, 1999).

5.3  Pedagogical Scaffolds by Lecturers and Tutors of Additional Language
Students on how to Relocate Personal Knowledge and Reconstruct Voice

In Academic Writing in Proactive Scholarly Positions.
My study found that, notwithstanding the measures put in place by the university to ease the
construction of ideas for first-year students, some first language isiXhosa and Afrikaans students
still struggle to communicate clear-ideas-on-paper.-The first thing to remember in the context of
this study is that when it comes to first-year students” writing, and academic literacy, the faculty
of education utilises academic development courses to develop reading and writing skills in
students. With attention to one of such academic development courses, it is important to note that,
EDC111 that I explored, was initiated to-develop reading and writing skills so as to uniquely
empower additional language (under-prepared) students with these skills (Boughey, 2002, 2007).
To confirm the claims, | have made so far, | refer my readership to the section on lecturers’
interview presentation and section on documents presentation that contains students’ marks and
feedback from lectures (see section 4.4 of Chapter four). This notion of academic development for
under-prepared students is consistent with Vygotsky's, (2012) concept of the need for holistic
scaffolds provided to new students as a means of support to develop various skills in either,

reading, writing or comprehension.

Taking into consideration the above-stated intention, the EDC111 literacy course, not only initiates
the development of skills but also includes other aspects of literacy applications and practices like
referencing, developing voice construction in students’ writing and guidance on issues of
conventions in academic reading and writing. The data from the lecturers attest that when it comes
to literacy and these components | have named, additional language students strayed. Hence, a
vital outcome then, to note at this point is the responsiveness of the lecturers and tutors to the
challenges of the most diverse students for whom English is not a first language encounter when
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putting pen to paper. Consequently, as has been noted in the section (humber 4.5) of analysis in
Chapter Four, there is a need for the literacy course to equip these students with relevant
knowledge as well as the concomitant tools for voice construction, and the use of other academic

conventions in academic writing.

My judgements indicated those pedagogic strategies lecturers and tutors employed as part of
scaffolds to introduce the new students into the practices of academic discourse. It is also important
to note that, as a strategy, engagement plays the major role of involving the first-year students of
my context in academic writing, given that, these students are made to do some research, which is
usually in the form of essays as assignments. For that purpose, | was informed by the lecturers, the
first assignments usually require the students to give a personal reflection of their academic
journey. In light of this, | was also educated on one lecturers’ attempt to re-position his students’
minds into the academic discussion by referring to academic literacy as a journey. Section 4.3
where findings from lecturers’ interviews presenied in Chapter Four can help justify the claims

that | have made.

In my consideration, the metaphar of a journey that | have also adopted in my study, seemed to
work, for some of the first-year students as they attempt to/move away from their high school
mind-sets to the more proactive ways of learning at the university. This is to suggest that,
encounters of these additional language students with the voices of previous scholars in their essay
answers in response to the academic dialogue as lived through experiences. However, my raw data
revealed a double challenge alongside this journey metaphor due to the statuses of my isiXhosa
and Afrikaans first language students as additional language speakers of English. This is to suggest
that, generally, being a first-year university student requires competence in the language of tuition,
and new knowledge frames alongside the proactive ways of knowledge construction. In the centre
of this, the statuses of the isiXhosa and Afrikaans students instantly cause fear and anxiety in some
of these students as evidenced in the interview data from the students themselves. Section4.3 that
deals with data from isiXhosa and Afrikaans students in Chapter Four can help confirm these
claims I have made so far in this paragraph. To emphasize, | narrate one lecturer’s reference that,
when the students get a little bit comfortable in the journey, only then, does he introduce the other
assignment forms. This then required the students to step out and explore through researching what
others have done on the topic given. At this stage, the assignments are both required to be done

individually or in groups as activities and finally written up.
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Needless to mention that, it was in the interest of the different assignments that | understood the
group of students, | have investigated their vulnerability when it comes to putting pen to paper in
ways that tie in with the responses to the academic essays. In the same manner, both lecturers’ and
tutors’ reactions that, most of these students in my context of the University of the Western Cape
were additional language or even third language speakers of English helped strengthen my
conclusions. In that case, language in the responses played an important role in placing the ideas
in the response for the readership, which is, mostly the lecturers and tutors. With this in mind, my
judgements appeared to reveal the complex nature of the assignments given to first-year students.
Certainly, most of these assignments are meant to develop the level of engagement in the first-year

students.

Nevertheless, it is in the same above-mentioned assignments that some students faced enormous
challenges. For example, findings presented-and.analysed in section 4.4 of Chapter four on
document analysis, can help confirmi this point;as-well as i the presentation of students’ interview
data. | believe that these concerns of enormous challenges resonate with the research problem that
I have stated in Chapter One of this study, wherein | indicated the concern of additional language
students like the ones in my case are still failing despite academic literacy development programs
to develop skills in these students. In short, the depth of these challenges surfaced at the end, where
not only the students felt the challenges, but‘also the lecturers and tutors experienced difficulties
during assessment of students’ essays. The feedback from lecturers and tutors on students’ essays
presented in Chapter four, section 4.4, table 1-5, indicates the challenges of the lecturer in
comments ranging from, unclear language to either too long or sentences that are too short. As a
matter of fact, evaluation in this context reckons consistency with the purpose of the module, in
order for the lecturers and tutors to give feedback that develops the students’ minds for

improvement.

With attention to the subject of feedback, some students signalled progress through working on
the comments made by their lecturers or tutors, and initiated improvements on subsequent
assignments to earn higher ratings. As an illustration, the tutors equally led me to understand that,
when some of the students have an essay assignment and doubt their own credibility, they will
come in for consultations. In these consultations, the tutor would scaffold these students and ask

for a draft of the assignment. Provided that the student has attempted to express a viewpoint, then,
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the tutor would go over and give directions to the student on how to write the copy to submit to
the lecturer. However, | learned that, usually, not all the students really benefited from these
services. The reason for this is not clear, but it might either have something to do with the fact that,
other students are not disciplined enough to take responsibility until they fail the assignment and
tried to make up, or it might be that, others were just too wrapped up in their awareness gap.
Regardless of the inability of some students to take responsibility, and progress in their responses
of assignments, low ratings due to underachievement revealed serious delays in the distressed
students’ progress. The claims | have made so far can be justified with the data presented in Section
4.4 table 6 and table 9 of document presentation in Chapter four. Tutors’ and the lecturer's
interviews presented in section 4.3 of the same Chapter, also contained strategies used for

scaffolding in underachieving students in language that could enable them write their ideas clearly.

With regards to scaffolds on how to express thoughts in functional language by isiXhosa and
Afrikaans students, | was enlightened on some-classroom strategies used by lecturers to encourage
students. In order for students to build self-expression;-a lecturer explained to me how she allows
the students to answer questions-in-lectures-in-mixed-Afrikaans and English or isiXhosa and
English. Reiterating the importance of language, the lecturer stressed the impact of inefficiency in
English on the students’ ability to construct ideas in written assignments. Paying attention to
conclusions illustrated in section 4.3, lecturers” interview data presented in the table of section 4.4
in Chapter four indicate how the Afrikaans students wrote ideas the way they talked. This appears
to corroborate with Ivanic & Camps'; (2001). concepts of identity markers seen in additional
language students’ writing through choice of vocabulary, style, sentence structure and types of

arguments. The raw data strand below basically illustrated this notion in this lecturer’s response:

The construction tells you that, that person, or it can even identify to you which the first
language that student is using. Yes, from the construction, you will be able to know if the
students are Afrikaans, if he is eh eh isiXhosa, because of the way they eh the way the student
constructs. Because when you hear these students talking you as the lecturer already know
how they construct their sentences both in the first language and in the second language. You
will be able to match which is their first languages. So, there is that eh challenge of eh writing
in pure English what they want to express. There is that problem of expressing themselves
clearly in English. But I think that is also part of being a first-year student.
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The implication of the above presented data strand is that students” written responses reflect in the
same way, to the lecturer as an interviewee makes an impression with his or her dressing,
immediately upon their entry into a room. |1 am inclined to believe that, isiXhosa and Afrikaans
students’ assignment responses in my context carry identity markers that can help attest to the first

impressions the lecturers have on these students’ scripts (Ivanic & Camps, 2001).

Indeed, when it comes to the academic development literacy module EDC111 in my context and
its outcomes, it seems designed to touch a little bit of everything that involved language learning.
Although everything here means building vocabulary for academic writing, design, as well as
sentence structure, the concept of voice and subjectivity as part of this amalgamation, seems to be
enclosed and embedded in the mixture. The findings presented in section 4.5 of Chapter four can
help confirm this set of claims where my analysis of raw data indicates how lecturers’ perspectives
on voice and subjectivity in academic writing conflicts with what additional language students’
views as their experiences which are also mostly-constructed in unclear English. In the light of my
sub research questions, these conclusions-are-consistent with-my first sub research question (SRQ)
which reads:
“What are lecturer’s perceptions on student’s ability to construct voice and subjectivity in

academic writing?”

One lecturer clarified to me in the following sentiments that, lecturers are required to scaffold the
additional language students with English vocabulary'as shown by the data strand below:
...in order to neutralise or to meet halfway, that is why we talk about subjectivity of the voice,
because subjectivity of the voice when we talk about that is referring back to your title, the
title of your work, talking about subjectivity of the voice, you will be able to see that
subjectivity only if everything is neutralised. The first language, the knowledge, the influence

of the first language meets the eh eh influence of English language halfway.

The first thing to note in this raw data that it represented the lecture’s perceptions on the
construction of voice and subjectivity in the response of first-year students and additional language
students in my case. Secondly, the lecturer does not seem to realise that, for most of the first
language isiXhosa and Afrikaans students, this knowledge is directed towards such academically
overwhelming new concepts that their voice construction becomes the very last thing on their

minds. For example, in the interview data presented in section 4.3 of Chapter four, more than four
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students confirmed that most of the time they respond to written pieces just to address the questions

without thinking of constructing a voice.

As regards the concept of voice in the students “writing, one of the lecturers actually gave an essay
sample and a sequential break down that explains some rhetorical component, like paragraphing,
linking words, body and conclusion. | was also made to understand that this painstaking exercise
was meant to put the students at ease since at the undergraduate level, it might be quite intimidating
for the new students to open their mouths or put pen to paper in English that is not up to standards
(Sheik, 2011).

For the purposes of referencing as scaffolds that authors use to support their claims also showed
up in the data. Findings from one lecturers’ interview emphasise the need for referencing by
students, to cite the evidence they as students use in order to support their opinions. By the same
token, | have used references to cite the invaluable data strands that | have presented in this study.
In the findings, | have been able to-bring togetherthe datafromall the interviews and the document
to triangulate for sameness. The.outcomes from. the individual interviews, documents and some
main arguments appeared to be in keeping with, the issues and insights that | have covered in my
literature review (see section 2.5 of Chapter two): an understanding of language as a fluid, flexible
communication tool. With this in mind, isiXhosa and Afrikaans students, in my case interpret
meaning in language as a way to understand-and construct voice and subjectivity in academic
writing. The findings presented in section 4.4 of Chapter two, can help support the claims | have

made so far, in regard to the documents containing evidence.

The suggestion here was that the additional language students during the interview process
expressed the wish not to reference. The general feeling from the students was that the process of
referencing was complex and worsening the language challenge. In light of these outcomes, some
students, reference just to fulfil academic conventions, but sometimes, the referencing conflicts
and confuses the written piece instead of the requirement of strengthening the view. As indicated
in my literature review, evidence of inconsistencies on the concept of referencing surfaced in the
isiXhosa and Afrikaans students’ writing. In effect, some of the students copy the references in an

inconsistent manner contradicting the point.
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It is important to realise that, although the lecturers, expressed their perceptions of voice in
academic writing, one of the lecturers uttered his disappointment with the way the language issue
has been handled after Apartheid. This is to suggest that, there is still a need for subjectivity in the
expression of voice in isiXhosa and Afrikaans students’ writing. To begin with, the indifference
of the lecturer who identified with the first language Afrikaans students reveals the teachers’
empathy on the impact of English on the English additional language students. For the most part,
even with most of the measures to assist students to express their ideas in conceptual frames, some
first language Afrikaans students in my case felt that the literacy course EDC111 did little or no
good to them because it was being offered in English. As such for these Afrikaans students, to
adopt their views in the right English that makes sense becomes a challenge leaving the students
with a feeling of not being in the right place (Van Schalkwyk, 2007). The finding in section 4.3
of Chapter four can support these views as seen in the interview presentations of teachers and

isiXhosa and Afrikaans students.

5.4 Academic Writing as an Inctustve Tool Emancipates and Gives a Sense

of Self-Worth in a Diverse intellectual Conversation.

This theme underpins and relates to my second sub research guestion of “What are EAL students’
perceptions about their ability to'construct voice and subjectivity in academic writing?” For the
purpose of self-growth, academic writing featured in this context, as a tool that was meant to edify
as well as liberate the first-year additional language “students, so that these students can
communicate with their peers, lecturers and tutors as the target audience in academia. In the
context of my study, edification might only be achieved through the effective use of language that
clearly constructs what the students intend to communicate. This is to state that, the student chose
the rhetorical components that could express their opinions in the way that addresses the questions
in context, so as to show an understanding of the subject matter in the academic discourse.

The issues and insights | have discussed in section 2.2 of Chapter two of my literature review
consider this understanding of writing in literacy as a social practice. However, the first-year
additional language students in my study seemed not to see the connection between, their opinions
and the knowledge of concepts of their discipline as valued rhetorical components, which together
with significant previous knowledge could enable voice response in writing (see, section 4.4 in
Chapter four). On the negative side, literature indicates a negative response towards this omission
(Boughey, 2008b). On the contrary, my analysis of the findings drawn from IsiXhosa and
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Afrikaans students indicated numerous concerns that could accumulate and regard these students’
writing as if they are less intelligent. To add to this, the novice students in my context, were not
aware that, the responses to their essay questions were actually a form of conversation, in which
they were in full view response to the teachers through their writing. Findings analysed in section
4.3 in Chapter four indicated how some of the students were overwhelmed with the proactive
intellectual life to the extent that they really could not visualise the process of assignments to be
similar to facing question and answer sessions in which, the difference was only in the context of
writing being the vehicle that incorporated all other imperatives to make the written conversation

responsive.

Ordinarily, the additional language students do not really require language scaffolds. Taking into
consideration that a constructivist view of academic writing considers voice and subjectivity as an
integral part of academic, these additional language students need more than language scaffolds.
In the findings drawn from lecturers’ interview as-presented in section 4.3 of Chapter four the first
language Afrikaans lecturer, indicateda need-for-the-person (the additional language student) to
be addressed. This is to suggest that, though.theoretical.components of the discipline are very
important for the novice student to construct relevant response to a prompted dialogue in essay
questions, the students’ sense of self should be put in front of the curriculum to give room for

development with time.

As regards the point that, the students 1n my case were professional development students with an
intention to be teachers, the same lecturer clarified his methods during the lecturing to these
students in the academic literacy lectures. Given the attention to the challenges encountered in
writing and the position of these students as additional language speakers, the lecturers were very
aware of their teaching methods which were cautionary in nature. By the same token, the constant
reminder to these students of their statuses as professional future teachers who require good
communication skills, irrespective of their subject played out in lecturer’s interviews in section 3
of Chapter four. These reminders revealed, emotive responses of the influence of the language of

tuition that subtly tied in with the content, and the dignity of the student teachers.

Relating to the South African Curriculum and Assessment Policy Statement (CAPS), one lecturer
emphatically noted that, the CAPS document, can really be made fancy, but it might not be

serviceable if the curriculum failed to address the person (student-teacher). This reference to
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Freire's (2015) pedagogy of the oppressed seems to emphasise the importance of what this lecturer
calls “pedagogy of the whole person’ (see Section 4.3 in Chapter four). In my context, this seems
to imply that, the lecturer, wishes for the students to be fully literate both intellectually and in the
mind. However, this will only be possible if the students are fully aware of the rhetoric of the
discipline and practically utilise the language to respond in the dialogue initiated in their essays.
The claims | have made so far in this paragraph could be justified with evidence presented in
section 4.3 of Chapter four and sections 2.2, and 2.3 of Chapter two, where | have presented my

literature review.

Given the multilingual context as well as the historical context of this study, it could be established
that there is a genuine need for addressing the whole self which according to the lecturer is by
empowering the students to break out of the conventions that instil fear and anxiety in them. In
this way we could expose the position of dominance while at the same time laying bare the issues
that impact our very existence in the intellectual-community. Under the present circumstances,
exposing dominance means, finding out-what-works-for the context of isiXhosa and Afrikaans
students. In my context, the best -way-to find out that was through a conversational form of
interview process like data collection in which the students felt at ease to say what might have not
come out clearly if asked to write their views (see section 4.3 in Chapter four). With this in mind,
this section resonates with section 2.5 of my literature review in which academic writing develops

as an emancipatory tool that students could use-as their instrument of agency and resistance.

In essence, the interview process gave agency to the first-year student participants who used the
sessions to free themselves and express their views. In doing so, they wished to be understood in
their own way as part of the shared intellectual community. For their own growth, the students
also desired scaffolds that will empower them with valuable tools to construct their own ideas, not
to suit the needs of the university, but instead, to address burning issues that really matter in their
communities. I am inclined to see this as an understanding of voice that allows the IsiXhosa and
Afrikaans students to spread their wings and fly (see Section 4.3, IsiXhosa students’ interview
presentations). Given these points, language in isiXhosa and Afrikaans students’ writing will then
be understood in keeping with Lantolf & Poehner's (2008) view of serving the student to achieve

their communicative purposes in different communicative events.
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On the whole, indications are that, although what isiXhosa and Afrikaans students might have
understood to be right, it might not conform to the norms and conventions of academic writing,
and thus these signs should be considered as attempts to understand. These attempts are therefore,
very valuable, in fact they are invaluable, and might not be quantified or appraised given that, these
students have been exposed to multiple cultures (Bakhtin, 1981). This is consistent with Sheik's,
(2011) metaphor of language as a ‘vuvuzela’, which no matter how loud or how inconsistent it

sounds, stays as his language, that embodies his sense of self, and thus, is impossible be silenced.

Two important imperatives could be realised in that, while Sheik, (2011) idolises multilingualism
in the context of South African universities as the preserver of culture, Boughey, (2008) treats the
same issue as a problem in a similar context of South Africa. This interesting difference is again
consistent with Lantolf, & Poole's, (2008) arguments on the diverse uses of language in that, for
Sheik, (2011) language is value-laden with a rhetorical function. This function nurtures and
enriches multilingual graduates with linguistic competence, and social sensitivity, allowing these
students to construct identitiesin academic—writing that ‘harmonises meanings (p. 190).
Surprisingly, Boughey, (2008a) seems-to-argue that, universities need to reconsider the intake of
multilingual students because these students tlo not have the rhetorical components to identify the
multiple voices in academic text for theoretical engagement. Somehow, Boughey, (2008b) seems
to be supporting Sheik's, (2011) argument of a value-laden language in that, she is using the frame
of competence so as to sanitize the incompetent multilingual 'student who might not have a place
in her elated and elitist notion of university. What.is overlooked in her arguments is the question

of whose culture is suppressed to idolise whose culture?

I have used the above-stated arguments to boost my confirmation of a multi-voice tolerance in
academic writing as a social practice that students use to communicate and solve issues. In this
case, lecturers will be tolerant and understand that, just because some multilingual students cannot
say something the way scholars from a position of comfort, it does not mean that these students
do not deserve to get rewarded and get accommodated. Thus, this is my argument, that, though
some first-year additional language students might not write in the required Standard English,
these students are not unintelligent. To justify these claims | have made, | refer to section 4.5 of

Chapter four and section 2.5 of Chapter two.
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5,5 A Sociocultural Perspective of Voice and Subjectivity that Displays
Diverse Students’ Lived Experiences in Writing that Accommodate

Inclusivity and Diversity of the Student Population in this Context.
Under this theme, 1 also intend to address my third sub-research question, which is “What evidence
of voice and subjectivity is visible in English additional language (EAL) students’ texts?”
As can be seen in section 2.2 of my literature review in Chapter two, some socio-cultural scholars
highlight the view of academic writing as a social practice in order to reflect students’ writing in a
multilingual context like South Africa. The marked assignments of the first-year additional
language student’s documents that | have analysed support some of my predictions in my problem
statement as well as my literature review. With attention to the assignment presented on table one,
(see table 1 in section 4.4 of Chapter four), the students are required to write about the topic of
corporal punishment and if it should be reintroduced in schools. Results of the group assignments
on this topic indicated conflicting views from the isiXhosa and Afrikaans students on, the return
of corporal punishment as a disciplinary measure in schools. Significantly, performance rating was
average and the lecturer indicated concerns on_grammar not being clear. It is important to note
that, although the students’ ideas showed inconsistencies on the pages, during the interview
process, the lecturers highlighted the language problem and indicated how the average students
approached them for clarification. Findings from lecturers™interviews presented in section 4.3 of
Chapter four consist of the clarification.given-ta-students who insist on the lecturer that what they

wrote was correct because that is what the teacher explained.

In relation to the type of questions given to the students, the interview with one of the lecturers
indicated that, when the students are introduced to the literacy course, they are first given questions
that require them to express their feelings so that the lecturers could establish their background
knowledge. It is in the second term that these students are tested on questions that require them to
do some research. Findings from lecturers’ interviews presented in section 4.3 of Chapter four
confirm these statements. It is in this context of the essay questions that the isiXhosa, students and
her colleagues were given an assignment that needed some research. For instance, a question on
the controversial topic like corporal punishment required the students in their new scholarly
positions to do some research, in order to find out what policy says about the topic. In addition,
what other scholars have had to say about the idea to reinstate this form of discipline. However,
while one of the group members did not see a need for research, the other members of the group
strongly felt the need, in order to justify the position, they will take.
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The student who made her assumptions on the decision for the return of this form of discipline did
it out of emotions. She felt that young people do not have respect. Her justification for her
positioning on this question did not resonate with academic statements that, required justifications.
As such, in section 4.3, of Chapter four the findings drawn from student, indicated to me that, she
does not believe in conventions because she thinks everyone in the world has a say. Although this
might be true ordinarily, in academic writing justification is required. Thus, contrary, to this
student’s emotive judgements, the findings on corporal punishment showed that advocating the
return of this form of discipline is against the law. The need for research in my context is
misrepresented as in the context Boughey's, (2008) historically black university setting. Taking
into consideration my literature review (see Chapter 2.4), | again draw attention to Boughey,
(2008) who refers to similar misinterpretations by students in her context as lacking the rhetorical

component to engage with the multiple voices in a test.

Regrettably, Boughey, (2008) sounds sympathetic-in-theory, 1n the issue of misinterpretation and
misunderstanding of analysed .meanings by additional language students in her context.
Nevertheless, what does not seem to sit well in her actions is her analysis on the university as an
alien field to the novice students. This is to suggest that, in practice Boughey, (2008b) might not
be sensitive to what she expresses in the texts. Viewed in the light of my results she seems to
display a subtle mistrust, in that, students from non-Anglophone backgrounds should be assessed
harshly so as not to compromise on their.competence. In other words, these students do not have
a place in the type of university with competence. | find this hard to believe because Canagarajah,
(1999) demonstrates a value-laden understanding of language, which correlates my result where
the students achieved, even if it was an average achievement. Therefore, my topic challenges all
conceptualisation of academic development from a theoretical position of comfort. This is because,
in spite of errors, and low achievements, the intentions realized by students need to be rewarded

as shown in the assignments (section 4.4, table 2 in Chapter four) to encourage growth.

In this regard, the assignment in table 3 as | have presented in section 4.4 of Chapter four on the
quality of a good teacher can help confirm this point about these students’ intentions. With the
assistance of lecturers, the students in the group were rated 4th place for average, but time as a
development factor for the students to understand the rigours of academic vocabulary was stated

by lecturers during interviews (see section 4.3 in Chapter four). This resonates with the students’
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challenges indicated in Van Schalkwyk, (2007) where, some first-year Afrikaans and isiXhosa
students struggled to engage in the discourse of academia. The need for lecture’s scaffold is then
very important in order to give these students time to understand the concepts and to express voice

in academic writing.

A further illustration can be viewed in table 3 as presented in section 4.4 of Chapter four. In light
of this, I need to focus on another question based on corporal punishment. This student consulted
with the tutor before completing this task and the results are positive. The achievement improves
to very good. This improvement from the student after trying indicates that there is room for
improvement in the essay marks. Comments from the lecturers indicate some challenges but that
is part of the process of academic development. Table 3 of section 4.4in Chapter four can help
confirm the claims | have made in this paragraph.

Again, table 4 presented in section 4.4 of Chapter-four is based on another essay format question
on the first day in university. In-light of-this-assignment, there is a great improvement in the
performance of the isiXhosa student.. Conclusions-on.this students’ script showed a limitation of
the mutual intelligibility that adds to scholars’ constructing opinions in academic discourse.
Equally, the narratives from the students’” answers showed no language awareness and a need for
learning academic conventions. On account of the general comment made by the lecturer, my
considerations revealed a feeling of loss ‘in"this student. His ‘feelings of excitement to be at a
university did not ready up his mind for the proactive nature of the intellectual dialogues that he
would encounter in the university setting. For this reason, feelings of vulnerability due to the marks
obtained could be seen. The lecturers’ role is really felt by the student, as seen in the findings
presented section 4.3 of Chapter four where the lecturer explained how the students come in for

consultations and argue that what they wrote was correct.

To point out, another group essay on corporal punishment it again showed conflicting ideas in
students during for collaboration for the decision on the research topic. The assignment featured
as underachieving indicates that these students needed special attention from the lecturers and
tutors. A further indication that the form of writing in high school, still had an influence on some
of the students and this served as delimiting to these first-year additional language students. In
regard to the Afrikaans student, one of them expressed the need to flashback and inform high
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school students what awaits them in terms of language. The findings presented in section 4.3 of

Chapter 4 can help confirm these views | have made so far.

In continuation of the above-stated points, | present, table 8 as presented in section 4.4 of Chapter
four, which is based on another essay on transition and is a group assignment. It indicates another
underachiever, which highlights the struggles of additional language when asked to express ideas
in writing as demanded by essay questions. The student’s responses in this assignment indicates a
possible influence of English on the way additional language students’ express ideas in academic
writing. In relation to my South African context, the language on paper, as seen in the assignments,
might not be a true representation of what the student envisioned to connect with the audience,
leading to a break down in information. This evidence underpins a need for language to serve the
individual users so as to develop the user (Postman & Weingartner, 1969). When the language
cannot be negotiated for voice construction on paper, communication is limited and voice is not

expressed.

At this juncture, | present the findings of the assignment-in table 9 (see section 4.4 of Chapter four)
which was based on the topic, the qualities of a good teacher |in relation to why the student chose
to do the professional development course in education. This essay was written at the end of the
second term. Discoveries from the marks and the lecturer’s comments indicated this particular
assignment as highly achieved. It was marked-high with an'achievement fit for the category of
excellence. Further in these results, individual exercises seemed to indicate more effort from the
student participant, who attempted to achieve. Some group assignments indicated, the reluctance
of some of the group members to work, which sometimes weakens the strength of the exercise.
This argument can be confirmed with the findings presented in section 4.3 of Chapter four in which
some of the students indicated their preferences to work alone than in groups. This seems valued
to an extent in context, in that, this same student participant was part a previous group assignment

(see section 4.4, table 2) that performed averagely.

On the positive side, further outcomes on feedback from the lecturers confirmed an improvement
in the literacy level although some students struggled to construct voice in writing that shows
understanding of the subject matter. Nevertheless, the indication of lecture’s scaffolds to the
student on how to express a voice, as illustrated in ‘I believe’ (see in section 3.7.1, figure 1 of

Chapter three) with a gentle reminder to use linking words can help serve as measures that teachers
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align with scaffolds to develop students. As such students could, signpost ideas in writing that
coheres one viewpoint with the next. In order to further sharpen the issue at hand here and indicate
that with the right support that covers vocabulary building all first-year students can/will succeed.
At this stage, pedagogical advice from one of the lecturers is for teachers to foster a constructivist

approach to voice, subjectivity and agency in academic writing (see, section 4.3 of Chapter four).

In the final consideration, the study indicated that, even with the existence of all the assistance,
additional language students still struggle to express voice and subjectivity in academic writing.
This resonates with assumptions from my literature review that, in the case of communication, the
mind does not separate from the context; rather, it is a symbiosis to propose meaning in a

continuous manner (see section 2.7 of Chapter two).

I have so far discussed findings of my study in conjunction with the theoretical implications as
presented in my literature review. An outstanding-theme in my study is that of the central notion
of competence, which might always be flawed-in-my-multitingual context of South Africa (Sheik,
2011). The findings of this chapter-also-constitute subjective-signs that first language isiXhosa and
Afrikaans students negotiate to construct voice, agency, and inter-subjectivity in academic writing
that liberates. | believe these findings will help me lay the groundwork for my final chapter where
| propose to state the conclusions of my study with reference to my MRQs and SRQs along with

the limitations of my study and implications for further research.
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CHAPTER SIX
REVIEW OF MY FINDINGS, CONCLUSION AND PROPOSED
RECOMMENDATIONS FOR FURTHER STUDIES

6.1  Introduction
My study is an informed attempt to answer my main research question (MRQ): how limited
English Language Proficiency influences first-year additional language students’ ability to
construct voice and subjectivity in academic writing. In Chapter five, | have discussed the findings
from the data presented and analysed in Chapter four and linked it to the literature review presented
in Chapter two. This chapter concludes the study and forwards/proposes the recommendations in
addition to stating the limitations of my study and some implications for future research. The
recommendations that the study wishes to propose will be linked to the findings as discussed in
Chapter five of this thesis. The Chapter will be structured as follows: Firstly, | reassess my aims
and objectives proposed in Chapter-one-of the study-to-align.-with my whole study. Secondly, |
present an overview of the findings; determined- predominantly by the four themes that
underpinned my data presentation chapter. | have done this in order to maintain consistency.
Thirdly I provide a summation of every chapter. Then, I present the limitations of this study with
an explanation why these limitations occurred. This section will be followed by the
recommendations of the study. Theselrecammendations will lbe linked to the research objectives
and the findings of the study as mentioned before. The chapter concludes with implications for

future research.

6.2  Research Aims and Objectives
As indicated in Chapter one of this study, this empirical study was meant to explore lecturers’ and
students’ perspectives of voice and subjectivity in academic writing at a university in South Africa.
In particular, it was meant to explore students’ voice and subjectivity in academic writing as lived
experiences of these first-year additional language students. The following objectives were also
set out:

I.  Toinform current academic writing support in academic development modules for building

vocabulary in diverse students.
ii. To explore the lectures’ perspectives on students’ voice and subjectivity in academic

writing.
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iii.  To explore students’ perspectives on voice and subjectivity in academic writing.

iv.  To explore students’ voice and subjectivity in academic writing.

6.3  Overview of Study Findings
In this section, | present an overview of the findings of this study through which | discuss how the
objectives | have itemized above have been achieved. Here, | signalled that academic writing as a
dialogue in the intellectual domain requires a shift in both linguistic and awareness of context.
Also, I discuss pedagogical scaffolds used by lecturers and tutors of additional language students
on how to relocate personal knowledge and reconstruct voice in academic writing in proactive
scholarly positions. In light of this, my study aims to emphasize the value system that views
academic writing as an inclusive tool that emancipates and instil a sense of self-worth in a diverse
intellectual conversation. Such a position eminently encourages a socio-cultural perspective of
voice and subjectivity, which is in keeping with diverse students’ lived experiences in academic

writing in my context.

6.3.1 Academic writing as-a dialogue in the intellectual domain requires a shift in both
linguistic and awareness of context.

With respect to academic writing as a dialogue in academia, that initiates the exchange of ideas
between entry-level students, and educators, my findings, as ascertained in Chapter five signposted
issues of language when responding to essay questions in academic literacy development
programs. Evidence pointed to English language as the language of instruction, in which novice
students are required to eloquently write responses that indicate knowledge of the prompts from
the essay questions. Regrettably, most of these novice students are mainly additional language
speakers of English which exacerbates their practice of writing in English. Although my
observations indicated a need for teaching to be done in many of the other languages of my South
African context in order to equip these additional language students with knowledge of concepts,
putting it in practice has shown problems due to the diverse nature of the student population.
Findings indicate that additional language students in particular still require alternative curriculum
and pedagogic measures to be able to purposefully engage in their written assignments that express

opinions that constitute their academic discourse.

My conclusions indicated challenges when students interpret meaning from assignment questions

in the context of the university in order to apply the right language of the discipline as response.
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Errors featured in the choice of vocabulary that the novice students used to present answers. The
structuring of ideas in the sentence seems to ignore the fact that, the response needs to be presented
as if the students are directly responding to the educators. In my presentation of documents in
section 4.4 of Chapter four, | have indicated five categories, beginning with, and excellent, very
good, good, average and requiring attention. In the excellent and the very good categories,
language was generally understood even if not clear in some places. This contrasted with the
category of average and that of requiring attention. Findings indicated a series of challenges at
these two categories that highlighted the language challenge and the awareness that, knowledge in
the context of university requires empirical ideas to justify claims. These challenges helped draw
attention to autonomous models of academic literacy which defines academic writing as a style of
writing that intellectuals use to express their views. My conclusions illustrate the failure of the
underachieved and average additional language students to express their views for interaction with

other scholars.

In the context of my study, this faiture somehow-excludes the student from the dialogue in this
community because the students.do.not-have-the words-to present the response in a way that can
help advance the dialogue. In addition, wrong interpretation from other students in this “needing
attention” category doubles the challenge with the wrang answer that totally breaks down the
communication. | also discovered that the following challenges encountered by the additional
language students delayed timely: interpretation ‘of questions that lead to their writing wrong
answers:
i.  Unfamiliarity with academic concepts that might not feature in the first language
ii.  Lack of experience in the theoretical knowledge of academia
iii.  Cultural beliefs or affiliation in the first language that stimulate anxiety when students read

or write in English.

This category indicates that, though academic writing as a dialogue in university requires a shift
in language, which in my context serves as a major challenge for additional language students to
express ideas in writing, language should not be seen as the only difficulty. My findings indicated
a central understanding of competence in my South African multilingual context as a serious
setback on the expression of viewpoints and engagement in additional language students.
Unfamiliarity with academic concepts, coupled with a lack of theoretical ways of relating ideas

that sounded functional in academic writing, appeared as imperatives that seemed to set the diverse
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students’ writing aside. Further to this, the thought of reading and writing in a language that one
is not comfortable in could make a person feel defeated even before the actual writing is done.
Under those circumstances where the students’ writing is influenced, my findings indicate
encouragement and motivational measures through holistic scaffolds, for the students to use
academic writing as agency to educate and liberate themselves. For this purpose, | conclude that
the first objective of my study is achieved. By the same token, it can help connect my first SRQ
which is: What are lecturers’ perceptions on students’ ability to construct voice and subjectivity in
academic writing? Both in word and spirit, | believe that this confirmation is in keeping with the
central issues raised by my main research question (MRQ) I have reassessed at the beginning of

this Chapter six.

6.3.2 Pedagogical scaffolds by lecturers and tutors of additional language students on
how to relocate personal knowledge and reconstruct voice in academic in proactive
scholarly positions

In regards to this theme of the scaffold from-fecturers-io-enable students relocate personal voice to
possess the academic dialogue, my.conclusions-in.Chapter-five reflect that lecturers’ views on
voice construction are not valued by students. Findings indicate that lecturers in some context
require the students to express their views and feelings in certain questions. But in other cases, the
questions that require research, the same students need to step out of his or her emotions and do
some research around the topic. F-discovered that these sorts of questions also require the academic
conventions of referencing, particular: paragraph-structure and indication of the students’ own
views as signs that the student has understood the question. Conclusions indicated that disparities
emerged from some students who express sentiments of not agreeing with, the need for
conventions as well as sentence structuring (mostly influenced by language) in this form of writing.
Another category of students consists of those who followed keenly on the requirement of the
lecturer, but are not sure of the words they place on the script if those words really articulate what
they actually wanted to say. This group tended to show language-related challenges, which led to
problems in interpretations and construction of ideas. The lecturers’ efforts to assist these students
build vocabulary that could help them relocate the daily knowledge to fit knowledge of conceptual

frames worked more for students with fewer difficulties in the language of instruction.

Another important finding in this theme was the strategies used by the lecturers to assist these

students to construct their voice in the written pieces. The first encouragement that stood out was
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the lecturer relating the professional development of the students on a journey. | discovered this to
be a great source of motivation to the students since every journey is bound to have a beginning
and an end. Another interesting finding was the lecturers’ attempt to build the self thereby
encouraging the students to build their identity in their writing. However, expected self-realization
by the students was mostly challenged by their inability to express themselves in a language that
was comfortable. As a result, some of the students displayed anxiety when writing. What |
understood as something that, could work better should be that, students should be encouraged to
propose topics for their assignments and then the lecturer can choose out of them. This way, the
students could identify with the context of the question and do well with scaffolds from lecturers
and tutors on the need to relate the already known knowledge with empirical evidence. This way
the student will be well placed to identify with the response and develop a sense of contributing
ideas that could make a difference in their context.

Another finding was the lecturers’ scaffolding-of.assignments. One lecturer’s modelling of an
assignment to the students was his-way-of-facilitating the process to the students. Again, the
challenge in this form of the scaffold was the language that the students use to emulate these ideas.
For this reason, I think nurturing the students consistently over a period of time could build up the
language skills and enable them to express their ideas, in the required language even if they

struggle.

One remarkable finding was both ‘fectures™ perception af'a voice in the students’ writing that
seemed so far from the knowledge of most of these first-year students caught up in the
overwhelming challenges of language, conventions and proactive ways of studying. This is why
referencing that is meant to be one of the scaffolding tolls for additional language students to
express their views showed challenges. Most of the lecturers’ comments indicated concerns of

references in assignments.

The conclusions in this theme indicated that language is still a problem in South Africa, and a
lecturer expresses his disappointment on the way the language issue has been handled after
Apartheid. To this lecturer, the language issue has not been dealt with in an educational manner
that could empower, or give dignity to the additional language student teachers. This means that
additional language students will continue to need scaffolds especially in the area of language of

discipline in order to build vocabulary that could enhance voice construction in academic writing.
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In addition, the consideration of exclusive voice courses in academic development programs could
help build self-esteem in student teachers. With this consideration, | believe that this study has
achieved the objective of lecturers’ perspectives on students’ voice and subjectivity in academic
writing. Further to this, this confirms the second SRQ: What are students’ perceptions about their
ability to construct voice and subjectivity in academic writing? | hasten to state that this also

confirms the key considerations of my MRQ.

6.3.3 Academic writing as an inclusive tool that emancipates and gives a sense of self-
worth in a diverse intellectual conversation

In relation to this theme, academic writing as a social practice seemed impracticable in my
multilingual context. My discoveries indicated that the first-year additional language students
could not make the link between their personal knowledge and concepts and theories. The
consequences were that these students struggled to align their ideas with other scholars’ ideas.
Findings indicated another major difficulty-of this.link to be the inability to choose words that
could effectively express and “link-the-daity-knowledge with the concepts of the students’
discipline. Most of the additional language students indicated these problems in written
assignments, with the worst cases obtaining underachieving marks. This is to suggest that, from
the one lecturer’s remarks of the language issue not being redressed, the faculty of education
should establish curriculum programs and identify these group of students for enhancement. This
is not meant in any way to discriminate “but to purposefully identify these students for

profitable/beneficial development in their professional development careers as future teachers.

Another conclusion to be noted was lecturers’ concerns of the student teachers need to develop
communication skills for teaching. In this context, the functional ways in which this could happen
is through the students’ ability to construct voice in their writing as an empowerment tool. |
discovered that the student teachers were aware of the need for them to build confidence, but some
of them were too worried about their inability to express their ideas well in writing. The anxiety
built up more after each assignment that ends up with an underachieved mark or an average mark.
The emphasis of one lecturer for the language issue to be addressed along with the curriculum
assessment document indicates an interest, by lecturers to develop the students to be confident

teachers of the next generation.
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Evidence in my study further supported and confirmed the issues and insights that | have covered
in my literature review on the need for sensitivity on the multilingual status of South African
students in university writing. A key issue here is the fostering of a socio-cultural view of language
as value-laden in which the students are scaffolded to use language in academic writing to address
sensitive issues in their study and life. In this way, academic writing serves all students as a social
practice that motivates the novice student to participate in an academic discussion. Going back to
my objectives these discussions | now believe that | have addressed my third research objective.
It further confirms my third sub SRQ: What evidence of voice and subjectivity is visible in English
additional language (EAL) students’ texts? This | believe once more addresses as well as confirms

the key issues in my MRQ.

6.3.4 A sociocultural perspective of voice and subjectivity that displays diverse students’
lived experiences in writing that accommodates inclusivity and diversity of the
student population in this context.

As regards this theme, my findings indicated-conflicting ideas between the student participants
when it comes to voicing opinions-on certain-topics. ln-the essay topics, some IsiXhosa, as well as
Afrikaans students, thought differently when it comes to topics that require researching and
resolving issues. My conclusions also indicated that conflicting ideas on certain evaluations also
conflict with academic ideas. Findings further indicated that the additional language students in
my context tried to resolve issues in the writing that is'not always viewed as perfect by lecturers.
By indications, IsiXhosa students’ ariginal intention.semetimes gets meddled in the unclear

language ending up in the category of needing assistance or underachieving.

The overall findings in this context echo the impracticality of a central understanding of
competence in the multilingual and multicultural context of South Africa where signs might mean
differently in different languages (Kay & Kempton, 1984). Additional language students should,
therefore, be infused with skills that empower them to use language to express their voice about
things that really matter to them. This theme then realizes my fourth objective to explore students’
voice and subjectivity in academic writing. On the whole this confirms my last SRQ: What
evidence of voice and subjectivity is visible in English additional language students’ texts? | hasten
to state that the points | have discussed above can also help confirm my MRQ and its

underpinnings.
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6.4  Summary of Thesis
In understanding how English Language Proficiency influences first-year students’ ability to
construct voice and subjectivity in academic writing, the chapter in my thesis has dealt with the

following:

In Chapter one, | introduced my readership to global thinking on the invaluable status of academic
writing and its prominence for throughput in the university. | introduced the three dominant
paradigms of academic literacy, which are: The Skilled-Based Approach, the Academic
Socialization Approach and, lastly, The Academic Literacy Approach of the New literacy. I did
this in order to align my study with Academic literacy as a social practice. Next, | delved into the
background of the study in which I introduced both local and global issues on language, writing
and the expression of inner thoughts on paper as a motivation for me to start the study. These issues
provided the rationale of my exploration of issues of voice and subjectivity in academic writing.
The Aims and objectives of the study follewed, with-the illustration of the theoretical framework

for the study. The chapter concluded,-assumptions, definition of key terms and a chapter outline.

In Chapter two, | reviewed relevant literature as an awareness raising exercise in support of my
arguments of/against a possible linfluence of English as an additional language that enhances
students’ creation of knowledge in academia. | expanded on the Academic literacy and literacy as
a social practice with the theories that paved the way for me to explore voice and subjectivity as a
means of knowing in academic writing. | also looked at academic writing in my context as a
complex instrument that enabled the novice scholar, to voice shared knowledge. In that way, a
need for entry-level students” writing to communicate and resolve the required intellectual issues

for success then assumed particular centrality in my study.

Chapter three presented and discussed my research methodology, which focused on my choice of
design, sampling techniques and the instruments that | used for collecting the raw data. The study
was qualitative in nature. The chapter further presented the various stages of the design and
methodological construction of my study. It situated the sample and the population that generated
the data I collected, which was followed by the inevitable detailed thematic analysis and discussion
for recurring themes. Here | also presented the research instruments, which were semi-structured
interviews, document analysis and field notes justified by the theoretical choice of the instruments.

I have furnished my field notes in the appendix. This chapter also discussed my research site and
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my role as a researcher. Finally, I discussed ethical issues and reflexivity to heighten the

scholarship of my study.

In Chapter four, I presented the raw data collected from the various sources and linked it with my
main and sub research questions as well as with my findings. For validity, | made a rigorous choice
of data from the chunks of collection for analysis. | grouped data according to the themes that

emerged. The categories were presented to match with the instruments.

Chapter five discussed the findings of the study that were presented and analyzed in Chapter four.
Also, | signposted the prominence assigned to the themes and expanded them to fit into my
research questions so as to augment my discussions. | reincorporated my literature that was
reviewed so as to echo as well as to reinforce some of the views that underpin my evidence and

the key issues/insights of my study.

Chapter six is the current and final chapter-of-this-study.-In-this chapter, | have reassessed my
research objectives; presented an overview of the findings; provided summaries of the chapters of
my study; discussed limitations; offered recommendations; suggestions for future studies; and

stated the conclusion of the study.

6.5 Limitations of the Study

Here | wish to confess that, during the process of the data collection things did not go the way |
planned.

The main limitation of the interviews was the fact that | still had to interview the students in
English, which required me to speak slowly for the students to respond.

Further, the applicability of interviewee questions was not very easy because some of the students
needed an explanation of their roles as scholars in academic writing. Finally, power was not evenly
distributed at the level of repertoire and comprehension since I, as the interviewer had to give the

prompt questions, which sometimes needed interpretation as statements (Denzin & Lincoln, 2018).

The limitation of artefacts came from the failure to implement lvanic's (1997) view of participants
to voice their perspective of voice and subjectivity through art illustrations. This particular
instrument could not be used because the students did not keep any personal portfolios and

preferred orally voiced ideas during the audiotaped interviews by the use of translated indigenous
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idioms and metaphors than through drawings. Some of the students also preferred telling their own
story of their view of voice in a very naturalistic manner. They felt that they were not allowed to
fly; rather they were restricted from saying what they have inside by rules, language and
conventions of academic writing. Hence, their stories are not voiced when they write, they then
have just answered the question. However, this limitation is of particular relevance in my study
for it highlighted the overemphasis on writing in university as a practice that could according to
some African writers tell a one-sided story of some additional language students who might not
voice written thoughts clearly.

6.6 Recommendations

The purpose of this section is to provide a range of recommendations for consideration by
policymakers, curriculum planners and educators. These recommendations are proposed to
improve teaching practices in particular around academic literacy, academic voice and academic
writing. In light of this, I believe those insights from-the literature review and my findings can be

invaluable in this section.

6.6.1 Recommendation 1
It is recommended that, at the start of each academic year, additional language students are
identified by curriculum planners of the Education Faculty (University of the Western Cape) in
order for them to participate in special assistance in programs devised by the faculty with the
intention of assisting them with'the use of the English language of instruction in more profitable

ways. This will enhance literacy development.

6.6.2 Recommendation 2
It is recommended that to further assist additional language students to build confidence, the
Faculty of Education should add to academic development courses exclusive voice construction
in writing courses. These courses should then be incorporated into all the disciplines. This is
because during the interview process tutors indicated that students faced expression challenges in

other faculties (see Chapter four section 4.3, tutor’s interviews).

6.6.3 Recommendation 3
Identify groups of students who could be interviewed in a pilot program to find what works for

them. During the interview session, one of the IsiXhosa students informed me that, programs could
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actually be started like what 1 am doing in my interviewing. In section 4.3 of Chapter four in the
isiXhosa students’ interviews, the student expresses a wish to be given an opportunity to orally

express her voice.

6.6.4 Recommendation 4
Under the theme of scaffolds by lecturers, both lecturers’ plea for the whole person to be rebuilded
can be done through placing these special cases under experienced tutors. In section 4.3 of Chapter
four, lecturers mentioned that the students need to be made comfortable because most of them
come from underprepared background. | can attest to this because | have been assigned twice as
an experienced tutor in the Faculty of Education and the student improved over the period of one
year. This feeling of assigning experienced tutors was echoed from most of the Afrikaans students
who felt a first language speaker of English could enlighten more in the use of English language.

6.6.5 Recommendation 5
I think the academic development programs-could-be-given room for students to propose the type
of questions that they want in the essays. This way.a suggestion box can be placed in the faculty
with the literacy module’s name. The lecturer can then go through the questions together with the

tutors to understand how the additional students think about their own literacy.

6.6.6 Recommendation 6
I think the academic development course that Fexplored in EDC111 should be extended to a year
with more emphasis on the use of vocabulary, concepts and theories of the discipline. This is
because, although one lecturer indicated the link through other courses, tutors and students during
interviews advocated for the program to run for a year. One tutor said in that way it could prepare
the student for more writing in the second year (section 4.3 Chapter three illustrates the tutor’s

views on the interview process).

6.6.7 Recommendation 7
Another recommendation is that the Curriculum Assessment Policy Document can be looked into
by the Department of Basic Education Department in order to link the types of content with what
these students will do in the university after leaving high school. This is to see if it is serviceable
for the students in universities. This could bridge the gap and prepare the students minds for the

testy shift of emphasis.
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6.6.8 Recommendation 8
Possible intervention to larger groups of these students is done by PhD students through holistic
measures that range from encouraging students to write without fear to demystifying the myth of
competence. As such new theories could be brought out that work better for the students in this
context. This way the students are encouraged to create their own knowledge. Likewise, the PhD
student constructs knowledge also. At my insistence, one of the lecturers enlightened me that he
cited most of these issues in his thesis.

6.7  Implications for Future Research
It is recommended that the lecturers who teach first-year additional language students could
research into more teaching practices around their literacy and academic writing development.
This is due to the influence of English on these students when they attempt to construct their
opinions in academic writing as a discourse: Though-language is still a challenge at the face level,
evidence showed that the main problem.is-the inability. to-equate discipline vocabulary with first
languages and put into conceptual frames. The academic literacy courses that are meant to signpost
first-year students’ academic competence seem not to be serviceable to all additional language
students in the way that these students can comfortably write and progress. There is need for
officials of the Basic Education Department and Publishers to research as to how to develop first
languages’ vocabulary in English. Every concept needs to be equated in the first language of the
students to enhance thinking in English. This way academic writing can fully function as a social

practice.

6.8  Conclusion
In conclusion | am inclined to believe that, my study has met its primary objective, on lecturers’
and students’ perceptions on the construction of voice in academic writing. The focus of my study
was first-year additional language and voice construction in academic writing. Findings reveal that
98% of the selected group of students encountered language challenges when constructing ideas
in academic writing as a discussion in academia. Though other studies have examined students
with similar challenges, my context, was unique because, these students were IsiXhosa and
Afrikaans students studying and writing in English as a language of discomfort. My study thus
aligns with previous scholars in advancing the discussion on academic writing as a social practice

in academia. As seen in the analysis of the study, a central understanding of competence in the
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South African multilingual context could be an intellectual and epistemic equivalence of murder.
Given this, we need to develop social justice attuned and inclusive approaches and methodologies
for promoting academic literacy in higher education settings. Such developments will help entry
level students navigate the rigours and complexities of academic life in addition to making them

feel unthreatened and empowered.
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APPENDIX 1: Interviews

IsiXhosa Student 1

Transcription of student (Zondi) Students 1. K. Nvoyana First Language isiXhosa)

R: Okay Zondi, my name is Martina Ambe. | will conduct an interview with you. The topic of my
thesis will be, Exploring first year student’s voice and subjectivity in academic writing at a
university in South Africa. So | am interviewing you because you are a first year education student
and I want to find out if during of you assignments if you have any challenges expressing yourself
First question I will ask you, Nvoyana, what is your first language?

Zondi 1st KS: It’s isiXhosa

R: Okay. Nvoyana, what is your additional language?

Zondi 1st KS: It’s English

R: When did you start studying in English?

Zondi 1st KS: Actaully,eh eh we started-eh-eh-at-we.call it call it junior eh eh junior school in
Eastern Cape and from Grade 8 that-is when eh-1 started.to-to understand English a little bit

R: Okay okay

Zondi 1st KS: mnnnnnh

R: em so from Grade 8 you are introduced to English as a language of teaching and learning?
Zondi 1st KS: Ya

R: okay. Then you have to study in English till you write the Matric?

Zondi 1st KS: Ya

R: okay. When you are coming to university were you aware of the language you are going to be
taught in?

Zondi 1st KS: I knew it was English, but then I knew that it will be challenging because English
is not my home language actually so it’s little bit tricky for me.

R: Okay. In high school did you have other subjects in isiXhosa?

Zondi 1st KS: No, it was only isiXhosa the language

R: Okay so all other subjects were being taught in English?

Zondi 1st KS: Yes

R: Okay.

Zondi 1st KS: But then because we are we are in Eastern Cape; our teachers will explain it in

Xhosa just for us to understand. Mnnnnnnh
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R: Oh!!It’s tricy,

Zondi 1st KS: Mnnnnnnh.

R: So, you are learning let’s say life Orientation...

Zondi 1st K: Ya

R: which they supposed to teach you in English,

Zondi 1st KS: English, but then when they saw that we didn’t get the e mem what can you say
em... the lesson, they will just explain it Xhosa so that we can understand.

R: Oh....II! Interesting. So most of the explanation was being done in Xhosa!

Zondi 1st KS: In Xhosa!

R: even though they supposed to do the explanation in English?

Zondi 1st KS: In English... Ya

R: Interesting. Okay. So, when this explanation is done in Xhosa then you have to write in English?
Zondi 1st KS: Ya we write in English

R: Okay In that state in which language do you think?

Zondi 1st KS: Particularly, | think in-Xhosa;-then-I-have totranslate it in my mind so that I can
write it in English

R: Okay, so each time to hear something you think in Xhosa and translate into written English
Zondi 1St KS: Laughs eh the first language |of thinking or about thoughts in my head is Xhosa,
even when | am reading like something, 1 read it in English, but in my head, it feels like I am
reading something in Xhosa then-I'can understand it.

R: Okay

Zondi 1st KS: That’s how | process

R: The information

Zondi 1st KS: Ya

R: Okay ehh, now your entry into university, what was you first major essay question that required
writing?

Zondi 1st KS: That why did | make the choice to do B. Ed? My reason my motivation that let me
to to take the B. Ed degree

R: So, in the expression of that interest and motivation, where you asked to to give your
understanding?

Zondi 1st KS: The whole essay was about my own understanding. They even told us that we have
to use some words like ‘I’ “‘me’, so everything was about us, like yourself.

R: So here did the lecturer introduce to you the concept of voice?
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Zondi 1st KS: | am not sure

R: But you understood that your own personal understanding was expected?

Zondi 1st KS: Ya

R: In the context of the university do you see a need of another view when you are asked of your
understanding or you think your opinion only is important?

Zondi 1st KS: | understand that | do need other views but you have to paraphrase for example if
you take some information from an article or a book, then you have to translate it like...paraphrase
it put it in your own words and reference.

R: So, you did, you were aware of the fact that you have to look for information from other
scholars? In relation to what you were writing?

Zondi 1st KS: Yes. Our lecturer told us.

R: Okay that was the concept of voice he was trying to introduce.

R: When you read the article for your assignment did you understand the information you need to
take out to express your interest and motivation foer.doing your program?

Zondi 1st KS: | just tried like | didn’t know-because-it was the first time. High school we only take
the information. Sometimes we don’t even reference in-high'school. They just tell us that if you
change a few words it is already your ideas.

R: So, you do not reference?

Zondi 1st KS: No

R: Mnnnnnh!

Zondi 1st KS: We only write bibliography at the back. So, it’s just copy and paste. But then here
we are told we have to paraphrase reference all that stuff, so it’s not easy.

R: If I can understand you, in high school, you are used to just narrating what happens, without
the requirement of acknowledging your sources in the form of intext referencing.

Zondi 1st KS: Yes. Yoh! But university writing is difficult. Here we are supposed to do in text
referencing, it’s so difficult shame!

R: What makes referencing in writing difficult?

Zondi 1st KS: The fact that you have to take some one’s work and then eh... connect it with yours
and like your opinion. And also, with that, even if you do the referencing thing in your essay, you
have to make sure that the the information of others, the information you took from the sources
isn’t suppose to to like overcome you’re you’re your own point of view. It have to be clear

(alluding to concept of voice)
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R: Mnnnnnh. Okay. If I may understand you, you mean what you are taking from the book, it
should not suppress your understanding, and your voice should still be able to come through. That
is what you are trying to say

Zondi 1st KS: Ya.

R: Is the challenge from having a challenge with the language you writ in or you do not understand
what to write?

Zondi 1st KS: I think it is because of the language | write in. the English, for even though I know
English but I am not good in English so

R: You mean the academic English that you are supposed to write with?

Zondi 1st KS: Ya.

R: So, the required vocabulary that you need to connect those words to be yours does not come
out fluently when you write?

Zondi 1st KS: Yes.

R: In that context, when you write the essay,-de you.think you can really express what you wanted
to say in that writing?

Zondi 1st KS: Laughs...The only-thing I know-is that,.in-my mind | know | am explaining it
correctly, but then, it depends on the content, like the lecture, who knows what he wants to know
about essay so...

R: Okay. Did your first draft of assignment have any comments from your lecturer on your voice?
Zondi 1st KS: My first essay was marked by ‘my" Tutor. He called me to a consultation and
explained to me what | was suppose to-write. The second essay was a group work, which is again
challenging to express the views of all four of 