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Abstract

The teaching and learning of indigenous African languages in most African countries has been
plagued by various challenges. Dwindling student enrolment rates have been cited as one of these
challenges. This has been attributed to a lack of initial learning motivation among the students.
Motivation can be understood as a human compulsion and intensity to engage in certain
behaviour. However, in Tanzania the number of students opting to study Kiswahili language as
an academic subject at university level surpasses by far that of other taught languages, mainly
English, French, and Arabic and in recent years, Chinese and Korean. This is apart from the fact
that, when compared to these other foreign languages, Kiswahili is regarded very negatively
among Tanzanians. There is nevertheless an overall lack of evidence of empirical research that
has been conducted to ascertain this trend. It is against this backdrop that this study was

conducted.

The study was informed by the Self-determination Theory (SDT) as proposed by Edward L. Deci
& Richard M. Ryan (1985, 2000). The theory proposes that human beings engage in various
behaviours as they seek autonomy, competence, and relatedness. These constructs can cause
behaviours to be intrinsically or extrinsically motivated, as well as amotivation. Further, the SDT
proposes that due to various social-environmental factors, it is very unusual for adult individuals
to experience intrinsic motivation. As a result, the SDT proposes four types of extrinsic
motivation, which are external regulation, introjected regulation, identified regulation, and
integrated regulation. Depending on the internalization of behaviour, these types of motivation lie
in a continuum, the external regulation being the least form of motivation and integrated

regulation being the strongest form of motivation close to the intrinsic motivation.

This study, which was conducted at the Institute of Kiswahili Studies of the University of Dar es
Salaam, Tanzania, used the qualitative research design. It employed ethnographic and action
research designs to solicit data from the participants. Convenience and purposive were the main
methods of sampling. The sample included third year and postgraduate students studying
Kiswahili as an academic subject. It also included Kiswahili instructors. Semi-structured
interviews and questionnaires were the primary methods of data collection. In addition,

observation and document review were the supplementary methods of data collection.

The study was conducted to fulfil three research objectives. The first objective was to investigate
the reasons for university students to choose to study Kiswahili as an academic subject. The

second objective was to explore the extent to which initial students‘ motivation to study
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Kiswahili as an academic subject is maintained during the three years of degree study at
university level. The third objective was to examine the role of the universities in motivating
students to choose to study Kiswahili as an academic subject. To achieve these research
objectives, three research questions were answered. The first question wanted to establish why
Tanzanian university students chose to study Kiswahili as an academic subject. The second
question was to understand to what extent Tazanian university students® initial motivation to
study Kiswabhili as an academic subject was retained throughout the three years of degree study.
The third question wanted to know what role universities played in motivating students to choose

to study the Kiswahili language as an academic subject.

Overall, the study found that university students chose to study Kiswahili as an academic subject
for numerous reasons, the most significant being patriotism, Kiswahili language affection,
Kiswahili as a national identity, employment prospects, access to higher education students
loans, pressure from the significant others, a belief Kiswahili language courses are easy, language
of instruction, and as academic continuation. These reasons suggested various forms of extrinsic
motivation ranging from external to identified motivation. Patriotism, Kiswahili language
affection, and Kiswahili as a national identity characterized both introjected and identified
regulation forms of motivation. Employment prospects, access to higher education students’
loans, and pressure from the significant others characterized external regulation forms of
motivation. Amotivation was represented by the factors such as a belief that Kiswahili language

courses are easy, language of instruction, and an academic continuation.

There were several implications of the research findings for the teaching and learning of
indigenous African languages in African countries. These included a need to strengthen teaching
and learning of indigenous African languages in lower levels of education, and integrating
African language courses with degree programmes that offer assured employment opportunities.
Another implication was integrating occupational language skills into core curriculum. Another
implication was the need to redesign and institute initiatives to reverse students‘ negative
attitudes towards indigenous African languages. The last implication was the need for the
governments and institutions of higher learning in Africa to provide financial support to students

studying indigenous African languages.
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IKisiri
Ufundishaji na ujifunzaji wa lugha za asili za Kiafrika katika nchi nyingi barani Afrika umekuwa
ukikabiliwa na changamoto mbalimbali. Kutoongezeka kwa viwango vya udahili wa wanafunzi
kumekuwa kukitajwa kuwa moja ya changamoto hizo. Hali hii imekuwa ikihusishwa na kukosekana
kwa msukumo wa awali miongoni mwa wanafunzi. Dhana _msukumo‘ inaweza kufasiliwa kuwa
motisha na nguvu ya kutenda jambo au kuonesha tabia fulani. Hata hivyo, nchini Tanzania idadi ya
wanafunzi wanaoamua kusoma lugha ya Kiswahili kama somo la kitaaluma katika ngazi ya chuo
kikuu ni kubwa sana ikilinganishwa na idadi ya wanafunzi wanaosoma lugha zingine, hususani
Kiingereza, Kifaransa, na Kiarabu, na katika miaka ya hivi karibuni, Kichina na Kikorea. Hali hii
inajidhihirisha pamoja na ukweli kwamba, ikilinganishwa na lugha hizi zingine, Kiswahili kinapewa
hadhi duni miongoni mwa Watanzania. Hata hivyo, hakuna tafiti za kutosha za kisayansi zilizofanywa

ili kubaini sababu za hali hii. Ni kwa kuzingatia upungufu huo ndipo utafiti huu umefanyika.

Utafiti huu umeongozwa na Nadharia ya Ujiamliaji kama ilivyopendekezwa na wanazuoni Edward L.
Deci na Richard M. Ryan (1985, 2000). Nadharia hii inadai kuwa binadamu hujihusisha na tabia na
matendo mbalimbali katika jitihada za kusaka uhuru, weledi, na uhusiano. Mambo haya matatu
huweza kuzifanya tabia au matendo kuwa yanayosukumwa kutoka ndani (msukumo-ndani) au nje ya
nafsi ya mtu husika (msukumo-nje), hali kadhalika ukosefu wa msukumo (utomsukumo). Zaidi ya
hayo, nadharia hii inadai kuwa kutokana na sababu mbalimbali za kijamii na kimazingira, ni nadra
sana kwa watu wazima kuhisi msukumo wa ndani ya nafsi. Matokeo yake, nadharia hii inapendekeza
aina nne za misukumo-nje ya nafsi ya mtu, ambazo ni msukumo-mbali, msukumo mwelekeo-ndani,
msukumo-tambuzi, na msukumo-tangamani. Aina hizi za msukumo zimejipanga kimstari-mlalo
kutegemeana na namna ya usharabu wa tabia au matendo husika. Katika mstari wa aina hizi,
msukumo wa mbali huwakilisha msukumo dhaifu kabisa wa tabia au matendo huku msukumo

tangamani ukiwakilisha msukumo madhubuti kabisa, ambao unakaribia msukumo-ndani.

Utafiti huu uliofanyika katika Taasisi ya Taaluma za Kiswahili ya Chuo Kikuu cha Dar es Salaam,
Tanzania, umetumia muundo wa utafiti wa kitaamuli. Ulitumia ethnografia na utafiti wa kivitendo
kama mikakati mikuu ya kukusanyia data za utafiti kutoka kwa watafitiwa. Usampulishaji mwafaka
na usampulishaji lengani ni mbinu kuu zilizotumika kuchagua sampuli ya utafiti huu. Sampuli ya
utafiti huu ilijumuisha wanafunzi wa mwaka wa tatu na wa uzamili waliokuwa wanasoma Kiswahili
kama somo la kitaaluma katika Taasisi ya Taaluma za Kiswahili ya Chuo Kikuu cha Dar es Salaam.
Pia, wahadhiri wa taasisi hiyo walikuwa sehemu ya sampuli ya utafiti huu. Data kwa ajili ya utafiti
huu zilikusanywa kwa kutumia njia kuu mbili, ambazo ni usaili na hojaji. Ushuhudiaji na mapitio ya

nyaraka zilikuwa njia za ziada za kukusanyia data ya utafiti huu.
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Utafiti huu umefanyika ili kufikia malengo mahsusi matatu. Lengo la kwanza lilikuwa kuchunguza
sababu zinazowafanya wanafunzi wa vyuo vikuu nchini Tanzania kuchagua kujifunza Kiswahili kama
somo la kitaaluma. Lengo la pili lilikuwa kubainisha mabadiliko ya msukumo wa awali wa kuchagua
kusoma Kiswahili kama somo la kitaaluma miongoni mwa wanafunzi wa vyuo vikuu. Na lengo la tatu
lilikuwa kutathmini nafasi ya vyuo vikuu nchini Tanzania katika kawahamasisha wanafunzi kuchagua
kusoma Kiswahili kama somo la kitaaluma. Ili kufikia malengo haya, maswali matatu ya utafiti
yalijibiwa. Swali la kwanza lilitaka kujua sababu zinazowafanya wanafunzi wa vyuo vikuu nchini
Tanzania kuchagua kujifunza Kiswahili kama somo la kitaaluma. Swali la pili lilihoji kuna mwenendo
gani wa mabadiliko ya msukumo wa awali wa wanafunzi wa vyuo vikuu kuchagua Kiswahili kama
somo la kitaaluma. Na swali la tatu liliulizavyuo vikuu nchini Tanzania vina nafasi gani katika

kuwavutia wanafunzi kuchagua kusoma Kiswahili kama somo la kitaaluma..

Kwa jumla, utafiti huu umegundua kuwa kuna sababu mbalimbali zinazowafanya wanafunzi wa vyuo
vikuu nchini Tanzania kuchagua kusoma Kiswahili kama somo la kitaaluma. Sababu kuu ni pamoja
na uzalendo, mapenzi yao kwa lugha ya Kiswahili, Kiswahili kama lugha ya utambulisho wa taifa,
matarajio ya ajira, fursa ya kupata mikopo ya elimu ya juu, msukumo kutoka kwa ndugu na jamaa,
imani kuwa Kiswahili ni somo rahisi, lugha ya kufundishia, na mwendelezo wa kitaaluma. Kwa
kuzingatia kiunzi cha nadharia iliyoongoza utafiti huu, sababu hizi zimeashiria aina mbalimbali za
msukumo-nje, kuanzia msukumo-mbali hadi msukumo-tambuzi. Uzalendo, mapenzi kwa lugha ya
Kiswahili, na Kiswahili kama lugha ya utambulisho wa taifa ni sababu zinazoashiria aina mbili za
msukumo-nje ambazo ni msukumo mwelekeo-ndani na msukumo-tambuzi. Sababu zinazohusiana na
fursa za ajira, fursa za mikopo ya elimu ya juu, na msukumo wa ndugu na jamaa zimewakilisha
msukumo-mbali. Imani kuwa Kiswahili ni somo rahisi, lugha ya kufundishia, na mwendelezo wa

kitaaluma ni sababu zinazoashiria uto-msukumo.

Utafiti huu umeibua masuala kadha wa kadha kuhusu ufundishaji na ujifunzaji wa lugha za asili za
Kiafrika ndani ya nchi za Afrika. Masuala hayo ni pamoja na haja ya kuimarisha ufundishaji na
ujifunzaji wa lugha za asili za Kiafrika katika ngazi za msingi za elimu. Pia, kutangamanisha kozi la
lugha za asili za Kiafrika na shahada zinazotoa fursa za uhakika za ajira. Kutangamanisha kozi zenye
stadi tumizi moja kwa moja kwenye mtaala mkuu. Suala jingine ni haja ya kubuni upya na kuanzisha
mikakati ya kubadili mitazamo hasi ya wanafunzi kuhusu lugha za asili za Kiafrika. Suala la mwisho
ni haja ya serikali na taasisi za elimu ya juu barani Afrika kuwapa usaidizi wa kifedha wanafunzi

wanaosoma lugha za asili za Kiafrika kama masomo ya kitaaluma.
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CHAPTER ONE

GENERAL INTRODUCTION

1.1 Introduction

The aim of this chapter is to outline the basic aspects of the study. It provides background
information which lays a basis from which the entire research is conceptualised. The chapter
is therefore a roadmap through which the whole range of activities necessary for the
accomplishment of the overall purpose of the study will be executed. According to Hofstee
(2010), an introductory chapter of a research study serves to make clear to the readers what
exactly the basic issues are that the research project is attempting to tackle. The chapter lays

the basis for the execution of the processes involved in the entire project (Hofstee, 2010).

Issues covered in this chapter include the background of the study, statement of the research
problem, an overview of the concept of African languages, and the origin of the Kiswabhili
language. Further, the chapter traces the early development of the Kiswahili language and it
accounts for Kiswahili in education during the colonial era in Tanzania after independence,
and what the current issues are in the language in education policy. Furthermore, the chapter

examines the current public attitudes towards English and Kiswahili in Tanzania.

1.2 Background to the study

Currently, about 200 African languages are used in African schools, mainly
in lower primary grades. Few African languages are also taught in secondary
schools and at university level. Although these examples show that African
languages can be used just like any other language in formal education at all
levels, doubts persist that they are as good for formal education (Ouane &
Glanz, 2010:21).

The quote above highlights fundamental challenges facing indigenous African languages
within institutions of learning in Africa. It reflects the basic negative attitudes and low
prestige bestowed to the languages by some speakers of these languages. These challenges
hamper the development of the languages particularly in teaching and learning contexts.
These include but are not limited to low development of the languages in terms of
terminology that is capable of carrying out the sophisticated functions in modern domains,

and scaricity of written materials that can be used in education and literacy programmes.



Other challenges are demoting the languages to the unofficial domains or very limited official
domains; overall teaching and learning deficiency of methodologies specifically tailored for
indigenous African languages; and low student enrolment in language programmes in most
African universities. This study focuses on the broader issue of language teaching and
learning motivation among native speakers of the indigenous African languages in higher
education. In particular, it attempts to explore Tanzanian university students’ motivation to
study Kiswahili as an academic subject. The Institute of Kiswahili Studies (IKS) of the
University of Dar es Salaam (UDSM) in Tanzania was selected as the study site for this

project.

Research on the choice of language in education concerns exploration of factors that make
individuals in —multilingual settings” elect to use or learn one particular language over others
(Goldstein, 2003:11). Employing numerous research viewpoints and conducts, researchers
have linked —people's individual language choice decisions to their goals and roles in life and
larger historical, economic, political, and educational events” (Goldstein, 2003:11). Similarly,
motivation for choosing to learn indigenous African languages is often stated to be one of the
factors affecting student enrolment particularly in higher education. Addressing the intricacy
involving the promotion of the indigenous African languages in the education domain,
Brock-Utne (2010:637) cites the example of Namibia where teaching of African languages in

universities is almost extinct because of lack of students® interest in the languages.

She mentions, for instance, that the Namibia‘s Institute for Educational Development (NIED)
in collaboration with the University of Namibia (UNAM) introduced an advanced diploma in
African language teaching and Ushindonga which was one of the indigenous African
languages spoken in the country was selected to be taught as an academic subject. She points
out that, while —n 1995 there were one hundred students taking Oshindonga as a subject at
UNAM, five years later in the academic year 1999-2000, there was only one student”
enrolled in the language as an academic subject at the diploma level (Brock-Utne, 2010:637).
Then Brock-Utne (2010:637) expressed disappointment that the African language programme
at UNAM was deemed unfeasible and was eventually closed down. Roger Avenstrup, the
former Education Advisor in Namibia, was later quoted announcing that the reason for the
closure of the programme was the students® lack of interest to enrol in the language

programme (Brock-Utne, 2010).



On the problem of maintaining student enrolment rates in language learning in institutions of
higher education in general, Matsumoto (2009:10) notes that it has been generally
acknowledged by both researchers and second language instructors that the number of

learners tends to fall as they move up towards the higher levels of their studies.

Similar findings are reported by Matsinhe (2004) in institutions of higher education in
Mozambique and in other countries of the Southern Africa region. He maintains that the
number of students enrolling for indigenous African language courses as first language in the
institutions of higher learning in the region has generally been declining. The main reason
attributed to the situation is students‘ tendency to elect more in-demand courses rather than
taking indigenous African languages as academic subjects. The indigenous African languages
are perceived as providing little prospects for employment opportunities (Matsinhe, 2004:13)

and upward social mobility.

In line with this, Biseth (2006:146) quotes Mda (2000) to note that since the former colonial
languages continue to be very influential and receive special treatment as the preferred ones,
there are no practical encouragements for most native speakers of the African languages to
study their languages. In addition to that view, Kamwangamalu (2004:230) maintains that in
Africa most parents and learners perceive —education in their own mother tongue as a dead-
end, a barrier to more advanced learning, [and] a lure to self-destruction...” In view of this, it
is noted that the deterioration of the student enrolment in language studies, and particularly
indigenous African languages in most institutions of higher education in Africa, is the result
of the overall disparaging of the disciplines that are associated with arts, social sciences, and

humanities (Badat, 2010:15).

The negative attitudes towards indigenous African languages in African on the continent is
not country specific, but is somewhat a general trend, but all have neo-colonial traces. In
Tanzania, Kiswahili has low prestige compared to Western languages (Blommaert, 2013).
Various surveys conducted in the country, among others by Biswalo (2010), Sa (2007), and
Neke (2003), reveal that English is the most preferred language in Tanzania because it is
equated with being properly educated, it conveys —social status and prestige”, and it heightens
one‘s specialized and occupational advancement. Also, in Tanzania knowledge of English is

not only associated with social progression, development and civilization but also with access



to global culture (Neke, 2003:146). One respondent in the surveys conducted in Tanzania put

the low status of Kiswahili as follows:

The poor Swahilis will have an education in Kiswahili which limits them and
the sons of the well to do will go outside and they are already doing that and
in less than ten years‘ time we will have very divergent groups of people.
Swabhilis working in Kariakoo, sweeping the streets. People who have had a
positive best proficient in language get all the best jobs. So there is that‘s why
some people are resisting and want English to remain the language of
instruction (Neke, 2003:147).

Similar negative attitudes towards indigenous African languages are reported in Kenya. It is
stated that in Kenya some high school students disparage the usefulness of Kiswahili to the
extent that those who learn it as an academic subject are often hurled with sarcastic questions
such as “Where will Kiswahili take you” (Mohochi, 2006:92). Again, mulling over the status
of the English language in East African countries, which traditionally included Kenya,
Tanzania, and Uganda, Schmied (2006:189) maintains that English remains —& result and a
symbol of good education and, directly or indirectly, a prerequisite for well-paid jobs with
international links in trade and tourism”. In this respect, there is overall discontent regarding
the positive attitudes and prestige the languages of the former colonial masters enjoy over the

indigenous African languages. For instance, it 1s noted that:

Across Africa the idea persists that the international languages of wider
communication (Arabic, English, French, Portuguese and Spanish) are the
only means for upward economic mobility. There are objective, historical,
political, psycho-social and strategic reasons to explain this state of affairs in
African countries, including their colonial past and the modern-day challenge
of globalisation. There are a lot of confusions that are proving hard to dispel,
especially when these are used as a smokescreen to hide political motives of
domination and hegemony (Ouane & Glanz, 2010:4-5).

However, apart from the apparent negative attitudes towards Kiswahili in Tanzania, the
number of students enrolling in the language as an academic subject at institutions of higher
learning is by far the highest when it is compared to other taught languages, namely English,
French, Arabic, and in recent years, Chinese and Korean. The following (Table 1.1 below)
shows the number of students enrolled in language subjects across four universities and

colleges in the country from the academic years 2006/2007 to 2012/2013.



Table 1.1: Number of students who enrolled to study language subjects - Arabic, English,
French, and Kiswahili - at the University of Dodoma (UDOM); Dar es Salaam University
College of Education (DUCE), and Mkwawa University College of Education (MUCE):

The University of Dar es Salaam (UDSM)

2007 to 2013 Arabic Not offered
English 3162
French 411
Kiswahili 4399
The University of Dodoma (UDOM)
2007 to 2013 Arabic 28
English 245
French 27
Kiswahili 738
Dar es Salaam University College of Education (DUCE)
2007 to 2013 Arabic Not offered
English 1797
French 42
Kiswahili 2836
Mkwawa University College of Education (MUCE)
2007 to 2013 Arabic Not Offered
English 3598
French Not Offered
Kiswahili 4618

Source: The University of Dar es Salaam (UDSM),; the University of Dodoma (UDOM); Dar
es Salaam University College of Education (DUCE), and Mkwawa University College of
Education (MUCE)

Looking at the Table 1.1 above, one can easily see Kiswahili had the highest student
enrolment number compared to English, French, and Arabic. However, there is overall lack of
evidence in literature on empirical studies that explain the reasons for the highest number of
Tanzanian university students to choose Kiswahili as an academic subject. It is against this
backdrop that this study was conducted. The overall objective is to investigate the motivating
factors for studying Kiswahili as academic subject by Tanzania university students. Knowing
Tanzanian university students® motivation is a key to promoting indigenous African language
teaching and learning within African universities. The knowledge of students® language
learning motivation may assist African language policy makers in integrating language
aspects, which are most preferred by the students thus enhancing their needs for learning.
That in turn, would not only increase the enrolment numbers in Kiswabhili, in particular, and
other indigenous African language programmes but would also help other universities in

Africa to sustain the student enrolment numbers.



1.3 Problem statement

No new knowledge can be arrived at if there is no problem to be investigated.
It‘'s non-negotiable. No problem, no dissertation (Karl Popper as quoted in
Hofstee, 2010:85).

In any scientific study, there is a necessity to outline and describe the particular problem by
_asking what exactly is the problem, why is it a problem, what facets are there to it, what has
been done to address it before, if anything, and why is that not satisfactory‘ (Hofstee,

2010:85). This section focuses on this issue.

While in some African countries the student enrolment in indigenous African languages in
institutions of higher learning shrinks (Badat, 2010; Brock-Utne, 2010; Matsinhe, 2004),
Kiswahili in all Tanzanian universities blossoms. Numerable studies (Bao & Lee, 2012;
Damron & Forsyth, 2012; Aladdin, 2010; Bernard, 2010; Bobda, 2010; Dornyei, 2009; and
Ryan & Deci, 2000) maintain that the types of motivation often accounts for students‘ initial
decision to engage in and sustain any language learning process. However, there is overall
scarcity of mpirical studies on students® motivation for studying indigenous African
languages, including Kiswabhili, in Tanzanian institutions of higher learning. This implies then
that the reasons for university students to study indigenous African languages as academic

subjects within African institutions of higher learning remain unknown.

1.4 An overview of the indigenous African linguistic landscape

The first problem in dealing with the languages of Africa concerns their
number: How many languages are there? For this reason....no respectable
linguist would be any more willing to offer a precise number (Alexander,
1972:1).

The African continent is said to be the home to over two thousand languages, which
represents more than thirty-percent, one third of the entire world language population (Lewis,
Simons & Fennig, 2013; Yuka & Okolocha, 2011). The region south of Sahara is said to be
_the most linguistically complex area of the world, if population is measured against
languages‘ (Spencer, 1985:387). As a result, this diversity makes indigenous African
languages the most difficult to characterize (Mchombo, 2014). However, there are several
attempts that have been made to describe these languages demographically and in terms of

their linguistic landscape.



Greenburg‘s (1966) classification has apparently stood out as the benchmark from which
African languages are classified. Based on that, the languages are largely categorized into
four main families, namely —Niger-Congo”, —Nilo-Saharan”, -Afro-Asiatic”, and <Khoisan”
(Childs, 2003:21; Heine & Nurse, 2000:1). It is maintained that the Niger-Congo family
contains _more than two-thirds‘ of the two thousand languages spoken on the African
continent, mostly south of Sahara (Childs, 2003:21). Consequently, Niger-Congo is purported
to be also the largest language family in the world (Williamson & Blench, 2000). The
following Table 2 depicts the four African language phyla and their approximate number of

major language members and speakers.

Table 1.2: The four African language phyla as proposed by Greenburg (1966)

| Languagefamily |

Niger-Congo 1650 Bambara, Fula, Igbo, Moore,
Swabhili, Yoruba, Zulu
Afro-Asiatic 200-300 Arabic varieties, Ambharic,

Hausa, Oromo, Somali,
Songhai, Tachelhit Berber

Nilo-Saharan 80 Dinka, Kanuri, Luo,
Maasai, Nuer
Khoisan 40-70 Nama, Sandawe, Kung, !Xo00

Table 2.1: Adopted from Childs (2003) to show African language families, approximate
number of speakers, and the major languages in each family

As it can be discerned from Table 2, the Niger-Congo is the largest language family
containing more than one thousand six hundred and fifty member languages (Childs, 2003),
with its speakers projected at four hundred million (Yuka & Okolocha, 2011). The member
languages in this family include Bambara, Fula, Igbo, isiZulu, Kiswahili, Moore, and Yoruba
spatially distributed and increasing in concentration from north towards south of the Sahara
(Childs, 2003). The second largest language family is the Afro-Asiatic, which includes more
than three hundred member languages (Childs, 2003). Its speakers are estimated to be more
than three hundred million (Yuka & Okolocha, 2011). Its member languages include
Amharic, African Arabic varieties, Berber, Hausa, Oromo, Somali, Songhai, and Tachelhit
(Childs, 2003). Most of these languages are spoken in areas of northern and western Africa,

as well as the Horn of Africa such as Ethiopia and Somalia.



Nilo-Saharan is said to be the third largest linguistic family, composed of more than eighty
major member languages, mostly spoken in areas such as the Great Lakes Region, the
Democratic Republic of Congo, the east of Sahara, and the Upper Nile Valley (Yuka &
Okolocha, 2011). Some of the languages that form this group are Kanuri, Luo and Nubia
(Yuka & Okolocha, 2011). The fourth family is Khoisan, the smallest language family in
Africa. This phylum is composed of over twelve member languages split into two sub-phyla,

namely the Southern African Khoisan and the East African Khoisan.

The Southern African Khoisan subgroup is found around the northern parts of South Africa,
Botswana and Namibia, while the East African Khoisan is spoken in north-eastern Tanzania.
The Khoisan language family is estimated to have three hundred thousand speakers. Typical
characteristics of languages in this family are clicks, as they are embodied in languages such
as Hadza, Nama, Naron, and Sandawe (Yuka & Okolocha, 2011). This study generally
focused on understanding Tanzanian university students motivation to study these

languages, particularly Kiswahili in Tanzania, as academic subjects.

1.5 The origins of Kiswahili language

According to Guthrie‘s (1948) classification, Kiswahili is a Bantu language of the Niger-
Congo family assigned to group G41, 42, or 43. Ethnologue classifies it as ISO 639-3: SWA
(Lewis et al., 2013). Originally, Kiswahili was an inclusive name covering varieties of the
language spoken along the East Africa Indian Ocean coast. However, at present the language
has defied ethnic and political borders to emerge as a lingua franca of the entire eastern and
central Africa region. Attempts to trace the origin of the term —Kiswahili” has yielded a
variety of propositions (Mkude, 2005). However, a much accepted hypothesis is the one
which assumes that the term originates from the Arabic words —sahil” referring to —eoast” and

—suahel” meaning —eoastal people” (Mkude, 2005; Ali & Mazrui, 2004).

Based on the etymology of the term —Swabhili”, which is a plural form of the Arabic word
—sahil” to mean —eoast”, it is recounted that the word was a nickname employed by Arab and
Persian traders and later on Islamic missionaries, who arrived in the region about the second
century AD, to refer to the speech varieties uttered by the East African Indian ocean coastal
inhabitants (Mkude, 2005:3). As a result, these varieties of coastal languages established
themselves to form a strong uniform language which came to be called Kiswahili. The

language was used to enhance intercommunication among locals in one part and between
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Arabs and Persians and natives on the other (Mkude, 2005:3). Within this scenario, Kiswahili
evolved into a coastal and off shore _lingua franca serving for commercial and secular needs

between natives and foreigners‘ (Mkude, 2005:4).

Another hypothesis is that the term —Kiswahili” might originate from the Arabic word
—-sawahil” which, although often translated as —eoast” or —eoastland”, mean —ports, port-
towns, and harbours” (Mazrui & Sharrif, 1994:56). Accordingly, it might be that the Arabs
used the word —sawahil” —<teponymically” to refer to these ports and eventually the people
inhabited the areas and their language and culture (Mazrui & Sharrif, 1994:56). Another
hypothesis is that the term Kiswahili is an offspring of the local words —siwa-hili” to mean
—this island” and —wa-siwa-hili” to mean —people of this island” and —ki-siwa-hili” to mean
—anguage of this island” (Mazrui & Sharrif, 1994:56). From there, through various morpho-
phonological evolutions, the language came to be called in the contemporary Afro-linguistic

perspective Kiswahili”, -ki” being a prefix for language (Mazrui & Sharrif, 1994:56).

The origin of the Kiswahili language itself has also been the subject of intense debate among
scholars, which has resulted in the emergence of three main hypotheses. These are as follows:
(1) Kiswahili is an Arabic language, (i1) Kiswahili is a hybrid-language, and (iii) Kiswahili is

a Bantu language (Massamba, 2002; Hinnebusch, 1996; Mazrui & Sharrif, 1994).

1.5.1 Kiswalhili is an Arabic language

Those who subscribe to this view often use two different arguments - linguistic and religious.
Linguistically, the argument used is an over-abundance of Kiswahili Arabic loan words.
Proponents of this stance maintain that Kiswahili has lexically borrowed heavily from the
Arabic language to the extent of losing its justification as an autonomous language (Mkude,
2005). However, in refuting this argument, Massamba (2002, 2007) notes that firstly, there is
no reliable statistics on actual number or percentage of Arabic loanwords in Kiswahili. He
elaborates that the only scholar to attempt to provide statistical evidence of the number of
Kiswabhili loanwords is Bernard Krumm who claimed Kiswabhili to have about twenty percent
of loanwords in spoken language, thirty percent of loanwords in written language, and fifty
percent of loanwords in old poetry (Massamba, 2007:4). It is however pointed out that still
Bernard Krumm did not assert that these loanwords were of the Arabic descent but oriental,

which suggests they might be Arabic, Persian, Indian, or Chinese (Massamba, 2007).



Secondly, it is maintained that often those who use the argument of loanwords tend to treat
almost any words that looks or sounds unlike Bantu to be Arabic even if they might be
English, Hindu varieties, French, Chinese, Portuguese, or Persian (Massamba, 2002:12). But
even if it is true that a large percentage of Kiswahili loanwords are Arabic, that alone is
insufficient to be the basis of the verdict that Kiswabhili is an Arabic language (Massamba,
2007, 2002). One can only be able to do that if one can prove with profound criteria that an
entire Kiswahili linguistic structure resembles or is similar to the Arabic linguistic structure
and that there is obvious synchronic and diachronic evidence that Kiswabhili is the basilect of

Arabic (Massamba, 2002:17).

Proponents of the religion view maintain that since the origin of Kiswahili is East African
Indian Ocean coast, and since most coastal dwellers are Muslim, and since Islam was brought
to the shores by Arabs, then this language is a remnant of the Arabs and it is by virtue Arabic
(Massamba, 2002:12). This argument is also refuted for its lack of linguistic basis. The critics
of this view maintain that religion has nothing to do with the linguistic origin of a particular
language (Massamba, 2007, 2002; Hinnebusch, 1996). In contradicting this view, Massamba
(2007:9) categorically asserts:

The point to be emphasized here is that...sharing the same religious faith does
not necessarily mean sharing the same culture, except that of worship. ...It is
therefore wrong and unjustifiable to assume that language always spells religion
and vise versa; consequently it also wrong and unjustifiable to assume that
language always spells Islam and Islam spells Kiswahili. As we can see the
arguments in support of the view that Kiswahili is basically Arabic are rather
weak and unwarranted.

1.5.2 Kiswalhili is the hybrid language

This hypothesis has caused a lengthy storm within the African language arena (Massamba,
2007, 2002). This view can also be split into two. First, there are those who believe that
Kiswahili is a pidgin resulting from languages of the male Arabs and the languages of African
women. Second, there is the view that Kiswahili is a result of a contact between an Arabic
language and the Bantu languages, Arabic being an influential language (Massamba, 2007,
2002). In recounting this view, Massamba (2007, 2002) makes a critical remark that the view
has been particularly fuelled by the Afro-Arabic individuals who perceive themselves as
_naive Kiswahili‘ and who were attempting to assimilate themselves with the so called

Arabic and Shiraz prestigious lineage (Massamba, 2002:19).

10



The view that Kiswahili is a pidgin descending from languages spoken by Arabic men and
languages spoken by Bantu women is grounded on the belief that Arab men married Bantu
women and the resulting offspring spoke the eventual language, which is Kiswahili. The
assumption was proposed by Mazrui & Sharrif (1994) and it maintains that Kiswahili started
as early as 10AD as Arabic pidgin, which was used by Arabs and African natives of the East
African Indian Ocean coast. The pidgin‘s vocabulary was by a large percentage Arabic and it
evolved and fossilised into creole, which is the current Kiswahili. However, the two
hypotheses that associate Kiswahili with Arabs just because of the existence of a large

percentage of loan words are disputable (Massamba, 2002; Hinnebusch, 1996).

The counter argument maintains that, again, vocabulary alone cannot be used as the
benchmark to determine the origin of any language. What should be the determinant is the
entire linguistic structure of a particular language. Since the Kiswahili grammatical structure
is completely different from Arabic, any assertion that Kiswabhili is Arabic, pidgin or creole is

null and void (Mkude, 2005). In this regard, it is summarized thus:

Even with its lexicon, [Ki]swahili is as typical as any other language that has
a history of contact with other languages; examples are many but I mention
just three: Persian and Turkic languages with massive Arabic loaning, and the
comparable case of English with Romance and other loans.... [As a result]
there is no linguistic evidence either adduced by them, or any that [ am aware
of that supports a hypothesis that [Ki]swahili was ever an Arabic-based
pidgin (Hinnebusch, 1996:74).

1.5.3 Kiswalhili is a Bantu language

This hypothesis maintains that Kiswahili is by and large a Bantu language. This is the view
accepted by the majority of scholars who use linguistic criteria as determinant of the origin of
the language. Proponents of this hypothesis used vocabulary, morphology, phonology, tone
structure, noun class structure, and word sequence to conclude that Kiswahili is a pure Bantu
language (Massamba, 2007, 2002). Subscribing to the linguistic point of view, Mkude
(2005:7) asserts that Bantu languages share four distinct features, which are also typical in
Kiswabhili despite its its extensive borrowing of vocabulary items from other languages. These

features include:
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(a) All nouns regardless of their provenance must be assigned to a definite class within
a closed set of classes and be amenable to the rudimentary case markings that are
found in the respective language;

(b) All verbs regardless of their provenance are subject to a derivational process that
creates new verbs, which provide a substratum for creating more verbs as well as
nouns;

(c) There is obligatory cross referencing between subject and verb, and between noun
and modifier;

(d) Syllables are always open in structure.

Pursuant to these characteristics, contemporary linguists seem to agree in principle terms that
Kiswahili is a Bantu language. The large percentage of loan words within the Kiswahili
vocabulary and other foreign socio-cultural aspects that Kiswahili speakers have integrated
cannot be used to displace Kiswahili from its Bantu roots. Almost all languages in the world
tend to borrow words from other languages whenever the community which speaks the

language experiences any form of contact with the external world.

1.6 Early developments of Kiswahili in East Africa

[Although] documents written in [Ki]swahili go back only some three or four
centuries to 1700 or slightly before, [...] there is reason to think that
[Ki]swahili, as a language definably different from its closest relatives, has
probably existed for about as long as English (Nurse & Hinnebusch, 1993:1).

There is probably no African language so widely known as the [Ki]swahili. It
is understood along the costs of Madagascar and Arabia; it is spoken by the
Seedees in India, and is the trade language of a very large part of central or
Intertropical Africa (Steere, 1917:iii).

It is reiterated that Kiswabhili is certainly one of the well-known languages in the region of
sub-Saharan Africa (Mkude, 2005). The literature claims that -some form of [Ki]swahili was
[already] being spoken on the East African coast as early as the tenth century” (Kiango,
2005:157). The existence of Kiswahili on the East African coast goes back to several
centuries when there was diffusion of Bantu ethnicities that had inhabited Shungwaya
(Chebet-Choge, 2012), an area believed to be the ancient settlement of the Bantu people. As
a result of this diffusion, Kiswahili speakers moved south-eastward to settle along the East
African Indian Ocean coast that extends from Mogadishu in Somalia to the northern areas of

Mozambique (Chebet-Choge, 2012; Chiraghdin & Mnyampala, 1977).
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The initial contact of the East African societies with the external world was commercial, and
later religious. Merchants from China, India Arabia, Persia, and Rome maintained elongated
contact with the communities of the East African coast in the form of barter trade (Chebet-
Choge, 2012, Massamba, 2007). Through trade, Kiswahili was carried into the hinterlands of
east and central Africa mostly by —porters” or caravan guides whose language was mainly
Kiswahili (Chebet-Choge, 2012:173). In tracing the spread of Kiswahili in Central Africa
particularly Congo DR, Fabian (1986:13) asserts that:

[Ki]swahili and Nyamwezi traders and conquistadors, through movements that
were at least partly triggered by outside forces such as American sea-trade out
of Salem, Massachusetts, extended the interaction sphere in which Swahili came
to serve as a means of communication.

Consequently, when the east and central African region fell under Germany and other
colonialists in 1884 following partition of the African continent into imperial colonies at the
Berlin Conference, Kiswahili had already became the dominant language in most areas of the

region (Kiango, 2005).

1.7 Kiswabhili in education during colonial rule

The history of formal education in east and central Africa and in particular Tanzania started
long before the imperial powers had set up colonialism in the territory in 1985 (Fabian, 1987;
White, 1980). It is maintained that missionaries started schools in several areas of the territory
with the aim of, firstly, imparting literacy to enable local people to —read Christian literature
and later help spread mission teaching” (White, 1980:262). Another reason was to provide
elementary vocational skills to the few Africans so as to obtain specific kinds of artisans and
trained white-collar workers necessary for the growth of the missionary (White, 1980:262).
However, government formal education activities in Tanzania started when the colonialists
felt the need for many local individuals to be taught basic arithmetic and Kiswabhili to cater for
the increased demand for workers in colonial administration such as in railways and
plantations without incurring the expense from the acquisition of imported workers (White,
1980:262). The following two subsections trace the place of Kiswahili in education during

Germany and British colonial rules.
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1.7.1 Kiswabhili in education during German rule

Thus, it was during German and British colonialism when Kiswabhili officially entered the
academic realm. As it has been indicated earlier, through the advent of foreigners, particularly
Arab traders, missionaries, and colonialists, Kiswahili managed to spread from its coastal
birth lands into the hinterlands of east and central Africa. This suggests that when Germany
and succeeding British colonialists established their rule in the region, Kiswahili had already
become the dominant language of wider communication. Kiango (2005:158) quotes
Mwansoko to note that Germany‘s initial language policy in Tanganyika had been to use
German for administrative and educational purposes. Nevertheless, already dominant,
Germans opposed the idea of using Kiswahili owing to its ostensible bond with Jslam and
the potential it possessed to unite indigenous people” against colonialism (Kiango, 2005:158).
The Kiswahili dominance in the territory was deemed by the Germans to be a threat to the
sustainability of their colonial rule (Kiango, 2005). As result, the Germans built government
schools along the coast, which used _German only* as a language of instruction to produce
Africans who would work as lower level government servants as well as diffusers of the
German language into the native communities (Kiango, 2005). Martin Schlunk, a scholar of
German colonial Africa, is quoted in White (1980:262) recounting that _German‘s initial aim
of providing education to Africans was educating sufficient number of Africans to be used as

interpreters, clerks, policemen, [and so forth]*.

The first colonial government schools were set up in Tanga in 1893, and around 1903 twenty
colonial government primary schools were established in the territory, educating more than
1550 learners (White, 1980:262). Unfortunately, however, the policy did not work as was
planned because of the engrained religious and linguistic situation in the territory (Kiango,
2005). It is maintained that, first, parents refused to send their children to these schools, and
second, children, who attended did not want to learn German (Kiango, 2005). The main
reason was that many Africans saw the schools as agents of colonialism and Christianity
(Kiango, 2005:158), particularly in areas along the coast, which were predominantly inhibited

by the Muslim communities.

Consequently, Germans were forced to revert to Kiswahili as the medium of government and
learning for the reminder of their colonial rule (Kiango, 2005:159). After the —decision to
make Kiswabhili the language of administration and education” was passed, the Germans were

forced to develop the language so that it could embrace new and sophisticated functions.
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Kiswahili was subsequently chosen the medium of teaching and learning in the four years of
primary schooling from 1886 to 1920 (Gran, 2007; Kiango, 2005; Roy-Campbell, 2001;
White, 1980).

It is pointed out that irrespective of the colonialists® malicious intents in using Kiswahili as
the medium of colonial government and learning, the move remains to be one of the main
reasons that today Kiswahili is the language of wider communication particularly in Tanzania
and the Great Lakes region in general (Brock-Utne, 2000). Thus, by the end of the German
rule in 1918 when they lost the First World War, Kiswahili had already become the even

more solid language of wider communication in the territory (Kiango, 2005).

1.7.2 Kiswalhili in education during British rule

After the British colonial government gained control over Tanganyika in place of Germany as
a result of the Versailles Treaty in 1920” (Gran, 2007:8), Kiswahili was maintained as a
medium of basic education, but English was reinstated as the official medium of —eolonial
administration”. However, it is recounted that when the two United Nations‘ commissioners -
Phelps-Stokes and the Ormsby-Gore - paid visits to Tanganyika in 1924 to inspect the state of
the protectorate, it was found that the British colonial government _was not paying sufficient

attention to African education® (White, 1980:264).

On account of that the Phelps-Stokes commission, among others, had a view that the language
issue was a fundamental aspect that was not given much consideration. Thus, it emphasised
that for any pertinent educational transformation to take place in the territory, indigenous

tongues must be given much focus, and to reiterate its stance, it noted thus:

With full appreciation of the European languages, the value of the native
tongue is immensely more vital, in that it is one of the chief means of
perceiving whatever is good in native customs, ideas and ideals, and thereby
preserving what is more important than all else, namely self-respect...no
greater injustice can be committed against a people than to deprive them of
their own language (White, 1980:264).

The British colonial government‘s implementation of the recommendation of the
commissions involved restructuring of the education system, in which village primary

education schools were established, which offered _a four year terminal course in the
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vernacular and [Ki]swahili‘ (White, 1980:266). In addition, Kiswahili was also the language
of learning for the first two years of the four year central school education, while English was
used for the final two years (White, 1980:266). Another measure taken to implement the
Phelps-Stokes commission recommendation was to standardize Kiswahili language (White,
1980), in which Kiunguja, a variety of Kiswahili spoken in Unguja, Zanzibar Island, was

chosen as the basis (Mkude, 2005:6).

Following the end of the Second World War, Tanganyika was put under United Nations*
trusteeship, and the British were given the administrative authority to prepare the colony for
full-fledged independence. One of their obligations was promoting the development of free,
political institutions suited to Tanganyika and as a result to develop the participation of its
people in advisory and legislative bodies and in the government of the territory, both central

and local, as may be appropriate to the particular circumstances of the territory (White,

1980:266).

Thus, already dominant and widespread, Kiswahili was confirmed to be the language of
—primary education” for its —eontribution to the creation of an African as distinct from an
ethnic consciousness” (White, 1980:267). By the time Tanganyika was attaining its political
independence in 1961, the British government was practising a race based school system,
where there were schools for Africans, Asians, and Whites. Gujarati was the language of
instruction in most Asian primary schools, Kiswahili for African schools, and English for
European schools and at higher levels for all races (Brock-Utne, 2000, as quoted in Gran,

2007:8).

1.8 Kiswahili and language in education after independence in Tanzania

Roy-Campbell (2001) recounts that after Tanganyika achieved independence from the British
Protectorate in 1961, the Ministry of Education eliminated the Asian languages from the
primary school curriculum and English and Kiswahili were to be the only media of instruction
and taught languages at primary school level. Further, in 1962 the government of Tanganyika
proclaimed Kiswabhili the national language, a move which was followed by the decree from
the then Prime Minister, Mr. Rashid M. Kawawa, requiring that Kiswabhili be used in all state
and public functions, except for specific circumstances where the use of other languages was

unavoidable (Roy-Campbell, 2001).
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After the Zanzibar Revolution in 1964, the Revolutionary government immediately followed
suite on the radical stance towards upholding the status of Kiswahili. For instance, to bolster
the status and prestige of Kiswabhili in the islands, the Revolutionary government of Zanzibar
banned the use of all foreign languages -English and Arabic - from the entire public sphere,
and instead the use of Kiswahili was made mandatory in all public and official businesses

(Blommaert, 2013:50).

In addition, attempts to enhance Kiswahili involved its intellectualization. This aim was
achieved through the establishment of the Institute of Kiswahili Research (commonly known
through its Kiswahili acronym, TUKI) in 1964 as part of the University College of Dar es
Salaam. TUKI was tasked with the developing and spreading of Kiswahili as a national
language and as the medium of basic education as well as the carrier of popular east African

culture (White, 1980:272).

In March 1967, the government of Tanganyika declared that Kiswahili was to be the
language of instruction throughout primary school (Brock-Utne, 2002). Many commentators
cite this decision as one of the critical measures that increased the prestige of the Kiswahili
language among people in the country, and which elevated it from the status of a second to a
first class language (Roy-Campbell, 2001). All these measures drastically changed people‘s
attitudes towards Kiswahili and English. Whereas the former was highly regarded, English
was relegated to lower prestige (Blommaert, 2013:50).

Following the success in the —ase of Kiswabhili as the language of primary education” and the
growth of nationalist sentiments among politicians and people in the newly sovereign
Tanzania, the continued use of the English language —n post-primary education” was deemed
obnoxious (Brock-Utne, 2002). Thus, the change in the medium of education in primary
school was viewed to be a part of a larger strategy to implement the —ase of the Kiswahili
medium” throughout the education system (Brock-Utne, 2002:178). Consequently, in 1969
the Ministry of Education released a decree directed to the heads of all public schools
explaining the step-by-step migration in language of education from English to Kiswabhili
(Brock-Utne, 2000). The document instructed schools to start teaching Kiswahili and Siasa
(political education) through the Kiswahili medium from the academic year 1969/70);
domestic science from 1970/71; and history, geography, biology, agriculture, and
mathematics from 1971/72 (Bhaiji as quoted in Brock-Utne, 2000:178).
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It is stated that the government‘s original idea was to see that the medium of instruction was
changed entirely from English to Kiswabhili in all subjects in secondary education years one
and two (grades 9 and 10) by 1973 (Brock-Utne, 2000). Nonetheless, this plan was never
implemented in full as only Kiswahili and siasa subjects successfully started to be taught
through the Kiswahili medium (Brock-Utne, 2000). Following these proceedings, Batibo
(2013) maintains that English was non-existent in any public spaces in the country, with the
exception of the classrooms of tertiary education, where the results were sternly destructive
for Tanzanian level of English proficiency. It is asserted that even though the status of
English has in recent years been reinstated as the prestigious language among most
Tanzanians, the remnants of the previous measures against it remain at large (Batibo,

2013:111) as not many Tanzanians can properly converse in the simplest English.

In 1980 the Presidential Commission on Education, commonly known as Makweta
Commission, named after its chair, Mr. Jackson Makweta, was appointed to review the state
of education and make recommendations for improvements for the next twenty years. Roy-
Campbell as quoted in Brock-Utne (2002) notes that the Commission, among others, had two
sets of recommendations specific to language. First, it recommended that the teaching of both
English and Kiswabhili should be strengthened and, second, Kiswahili had be introduced as the
medium of education in secondary schools from 1985, and at the tertiary level from 1992
(Brock-Utne, 2000). However, in August 1983 there was an unexpected _u-turn‘ of events
when the government ruled out any possibility of using Kiswahili as the language of
education in —post-primary education” even though it was much anticipated (Roy-Campbell

as quoted in Gran, 2007:11).

From then on, several authoritative statements and actions glorifying English were
commonplace. For instance, the then Tanzania‘s President, Mwalimu J.K. Nyerere, when
speaking at a workshop organized by The Society for the Enhancement of Kiswahili
Language and Poetry regarding the decision of the government to retain the English medium

in post-primary education, was quoted saying:

English is the [Ki]swahili of the world and for that reason must be taught and
given the weight it deserves in our country... It is wrong to leave English to
die. To reject English is foolishness not patriotism... English will be the
medium of instruction in secondary schools and institutions of higher
education because if it is left only as a normal subject it might die (Roy-
Campbell as quoted in Gran, 2007:11).
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As reminiscent of the president‘s reiteration of the importance of English in the country,
beginning in the mid 1980s, Tanzania experienced unprecedented growth of private English
medium primary schools (Biswalo, 2010). This growth was a direct result of the Tanzania‘s
government adoption of the —reoliberal policies in the 1980s”, which eased its monopoly in

education provision by allowing private sector involvement (Biswalo, 2010:112).

Prior to the 1995 policy changes which provided for the establishment, ownership, and
management of privately owned primary education schools in the country (Biswalo, 2010),
the entire primary education was offered through Kiswahili under state control (Biswalo,
2010). The only exceptional cases were two government English medium primary schools -
Arusha School in Arusha, and Olympio in Dar es Salaam - and nine privately owned English
medium primary schools (Biswalo, 2010:112). These were allowed to operate in the country

to specifically cater for children of expatriates and diplomats (Biswalo, 2010:112).

1.9 Current language profile in Tanzania

Tanzania is among the most multi-ethnic and multilingual countries in Africa (Strém, 2009).
A recent study by the Languages of Tanzania Project (LOT) states that the country is home to
approximately 156 languages (Muzale & Rugemalira, 2008:80). Tanzania provides a unique
case when language is taken into account because of its peculiarity in linguistic profile if
compared to other African countries. Notwithstanding its unusual multilingualism, numerable
studies indicate that more than ninety five-percent of the Tanzanians are fluent in Kiswahili
as either first or second language (Malekela, 2006; Brock-Utne, 2006). Further distinctiveness
of the country in terms of language is that the only indigenous African language allowed

either as language of education or as academic subject in schools is Kiswahili.

The Tanzanian national education system does not allow for other indigenous languages to be
taught or used as media of instructions in schools because it is politically perceived
unacceptable for the sake of creation of a homogeneous nation with one national language
(Strom, 2009; Muzale & Rugemalira, 2008). The language profile in Tanzania can be

represented diagrammatically as in the following diagram (Figure 1.1):
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Figure 1.1: The Tanzanian current language profile

In the Figure 1.1, the inner circle represents indigenous African vernacular languages, which
are mostly spoken as first language in remote rural areas and within households in urban
areas, mostly by adults who have hailed from the rural areas. In rural areas, children‘s first
languages are vernacular languages spoken in their surrounding areas, with limited exposed to
Kiswahili outside their homesteads. They then come in contact with Kiswahili and English
when they start primary education in grade one - Kiswahili as both the sole official medium
of education as well as an academic subject, and English as an academic subject only. In rural
areas Kiswahili still functions as a language of wider communication because it is not
uncommon to have a village, a ward, a division, or even a district having more than one
vernacular language. In such a situation, inter-ethnic communication is conducted through

Kiswahili.

The second circle represents Kiswahili, which is spoken as a second language and the
language of wider communication in rural areas, and as the first language in semi-urban and
urban areas. In urban areas, Kiswahili is learned as a first language in streets and later on
learned in schools as a subject and as the language of education in public primary schools.
This linguistic situation is similar to the one described by Ouane & Glanz (2010:62) who
maintain that a nonformal learning normally takes place outside of school or educational
contexts. The learning of the first language language most often occurs in natural contexts

such as at home and in immediate community before the child is enrolled in modern school.
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Thereafter, it is usual that first language acquisition is continued through the formal teaching

of the mother tongue for academic purposes.

The second outer circle represents English, which is a second language to some urban
children, but in most cases it remains a foreign language for the majority. English is spoken
by only a few individuals who have education of at least secondary education level (grades 9-
12). It should be noted, however, that most secondary education leavers still possess very
limited English proficiency. English is the sole medium of instruction for post-primary
learning. It is the language of all sophisticated domains including law and higher government

administration and international trade. Most government written records are in English.

The outer circle represents other foreign languages such as French, which is spoken by very
few local educated individuals and some foreign nationals living or working in the country.
In this category there is also Arabic, which has quite a large number of speakers compared to
other non-indigenous languages, particularly in Zanzibar and the Mafia islands, and other
areas along the Indian Ocean coast, apparently because of their long standing contact with

Arabs and Islam.

The language profile in Tanzania can be said to be triglossic, in that at least three languages -
the vernaculars as a first language, Kiswahili as a first or a second language, and English as a
second or a foreign language, and other foreign languages co-exist. The concept —diglossia”
or —triglossia” are largely described as a situation wherein the language roles are scattered
over a multi-layer mode between or among socially dominant languages, which are often
spoken by a minority and with a written tradition, and other languages spoken by the majority
yet lacking social stature (Zabus, 2007:13). It is elaborated that diglossia is a situation in
which —two linguistic systems coexist in a functional distribution within the same speech
community”. According to this conception, one linguistic system is accorded the status of
high variety (H), while the other one or ones receive the status of low variety (L) (Sayahi,

2014:6).

It is illustrated that the H language is often engaged in most official and sophisticated
domains whereas the L is characteristically languished to mere non-formal verbal interactions
(Sayahi, 2014:6). Sayahi (2014:7) quotes Mkilifi to describe Tanzania‘s linguistic situation as

—double overlapping diglossia”. This accounts for the linguistic context in which indigenous
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vernaculars vertically co-exist with Kiswahili and English (Sayahi, 2014). In such a context,
as stated earlier, Kiswahili is perceived as the L variety when it is paralleled with English, yet
it assumes the H variety when it is paired with the indigenous vernaculars (Sayahi, 2014:7).
The determinant of the status is the context and domain in which the particular language

functions and the specific social status of the speaker (Sayahi, 2014:7).

Thus, by the time children reach secondary education, regardless of their place of birth - rural,
semi-urban, or urban - all learners in Tanzania become de-facto mother tongue Kiswahili
speakers. This situation is rightly depicted by Yahya-Othman as quoted in Neke (2003:24)
thus:

[....] an educated Tanzanian would probably have to start life in one or other
of the 120 ethnic languages (henceforth ELs), conduct part of his/her studies
in Kiswahili, receive the better and more demanding part of his/her education
in English, a foreign language, and once adult, occasionally find it difficulty
in talking to his/her grandmother in any of these languages. Tanzanians, like
most Africans, are plunged into a diglossic condition, where their
communicative life is split between various languages, in some of which they
can only have partial competence.

As a result, formal Kiswahili curriculum at university level does not discriminate between
first or second language speakers. Instead, all learners are treated as first language speakers,
except for foreigners who attend Tanzanian institutions of higher learning to have an

emersion Kiswahili language programme.

1.10 Language education policy and the role of Kiswabhili in Tanzania

Since independence, Tanzania has never had a language policy. Instead, language issues are
embedded in education and cultural policies, and are often being overseen by mere political
statements and declarations (Brock-Utne, 2000). Currently, the situation has yet to change as
language issues are still placed under the —Education and Training Policy of 1995”; the
subsequent —Cultural Policy of 1997, and most recently the |Education and Training Policy
of 2014”.

The Cultural Policy of 1997 was aimed at clarifying the government‘s stance on the place of
the other languages rather than Kiswahili and foreign languages in the formal education
system and the public (Brock-Utne & Holmarsdottir, 2004:69). In that document, in addition

to others, it was firmly stated that Kiswahili would remain —the national language™ and would
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be integrated into —the Constitution of the United Republic of Tanzania” (Brock-Utne &
Holmarsdottir, 2004:69). Also, the Policy asserted that vernacular languages should remain
the useful assets for the advancement of Kiswahili (URT, 1997).

The Policy postulated further that Kiswahili should remain the language of learning for the
public pre-basic and basic education, and English should be a compulsory subject (URT,
1997). However, the Policy indicated that the language of learning starting post-primamry
and beyond should remain to be English, with the exception of the learning of certain
sanctioned language subjects (URT, 1997). It was also stressed that Kiswahili should be an
obligatory subject up to form four secondary education (grade 9 to 12) (URT, 1995). In the
same document, English, French, Portuguese, and Russian are mentioned as foreign
languages, and it has been stressed that their teaching will be encouraged (URT, 1997:3).
However, in reality, the languages taught as foreign languages in mainstream schools and

universities are English, French, Arabic, and recently Chinese and Korean.

The new Education and Training Policy of 2014 embarks on building capacity for the use of
Kiswahili, English, other foreign languages, and sign languages to meet various
communication needs. Regarding language in education, the Policy states that Kiswahili,
English, other foreign languages and sign language shall be taught as subjects at various
education and training levels. It further specifically states that, due to their importance
locally, regionally and internationally, the government shall ensure Kiswahili, English, and
other foreign languages are competently and efficiently taught at all levels of education and

training so as to foster their understanding and competence among the citizens.

In addition, through the Policy, the government reasserts its intention to facilitate the use and
application of sign language and braille in all levels of education and training in the country
(URT, 2014:37). The government declares that Kiswahili, the national language, shall be
—used as the language of instruction at all levels of education and training” (URT, 2014:38).
Also, the government undertakes that it shall continue to facilitate the sustainable and
efficient use of Kiswabhili through the provision of efficient local and international education
and training (URT, 2014:38). Contentiously, however, the Policy reaffirms government‘s
commitment to strengthening the use of English as the medium of education in all levels of

education and training (URT, 2014:38).
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The 2014 Policy statement on language of instruction is apparently controversial as it allows
for the use of both Kiswabhili and English as the media of education without making it clear
whether or not it advocates for a bilingual medium of instruction. This is because, as it
stands, English is the solitary language of instruction for post-secondary education. When it
says Kiswahili shall become the language of instruction, and at the same time reiterating
strengthening the use of English for the same function, it provides no clarity but rather
confusion in the field. This Policy highlights government‘s apparent ambivalence regarding
language policy, particularly when it comes to the choice between English and Kiswahili as
the language of instruction. Through this Policy, the Tanzanian government, as for many
other African governments, has clearly exhibited its naivety with regards to taking
confirmatory decisions to promote indigenous African languages at the expense of former

colonial languages.

1.11 Current public attitudes towards English and Kiswahili in Tanzania

The above language policy and practices in Tanzanian education have had negative
repercussion in terms of public attitudes toward languages in the country. Even though for
many Tanzanians Kiswahili is either their second or first language (Strom, 2009; Muzale &
Rugemalira, 2008; Malekela, 2006), socially and economically Kiswabhili scores low prestige
compared to English and other taught languages. The period between independence and today
has witnessed Tanzania passing through various periods regarding public attitudes towards
Kiswahili and English in the country. In the early days of independence and particularly after
the Arusha Declaration of 1967 Kiswahili was elevated to superior language after being seen
as the language of national development, liberation and _Africanhood® (Blommaert, 2013:51).
Meanwhile, the reputation of English was stained after being derogatorily dubbed a language

of _neo-colonialism, oppression, and imperialism* (Blommaert, 2013:51).

However, due to increased demand for foreign economic links, which was reminiscent of
liberal economic policies, English and Kiswahili swapped statuses and it is English which
steadily regained its decency in the eyes of not only Tanzanian policy makers but also the
entire public (Batibo, 2013; Blommaert, 2013). During this period, Kiswahili has been
relegated to inferior status and prestige. In recent years the Tanzania general publics negative
attitudes towards the Kiswahili language is illustrated by increased tendency among affluent

parents to send their children to other countries such as Kenya and Uganda to undergo
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primary and secondary education irrespective of higher costs attached to it (Kimizi, 2007;

Mazrui, 1997).

In these countries English is the language of instruction and its use in public spaces is
relatively wider. Also, in these countries, English is introduced as the language of education
much earlier than in Tanzania. Consequently, proficiency in English is viewed as a mode of
social investment suitable in search of and acquisition of higher paying jobs (Sa, 2007).
Unenviably, the situation has the negative consequence of putting apparent valued human
capital in the form of English language in the monopoly of the individuals whose privileged
statuses in the society are already fossilized (Sa, 2007). This serves nothing other than

perpetrating social discrimination in the country (Sa, 2007).

According to wa Thiong‘o (1994:4) language choice and language use are critical in people‘s
self-definition in connection with their natural and social contexts and in connection with life
in its totality. Pierre Bourdieu as quoted in Goldstein (2003:12) elaborates that human beings
have the tendency to —make choices about what languages to use in particular kinds of
markets”, which are defined as settings where different kinds of resources or —eapital” are
shared (Goldstein, 2003:12). As a result, the market of social goods possesses the power to
sanction conversion of one type of human capital into another, such as —tinguistic capital”
(Goldstein, 2003:12). The linguistic investimate can be traded with the -educational
qualifications or cultural capital, which, in turn, can be cashed in for lucrative jobs or

economic capital” (Goldstein, 2003:12).

Further, language is perceived as a material object that can be —-manipulated, influenced and
planned” just as other physical properties such as industrial or agricultural goods
(Blommaert, 2013:64). As such, language choice appears to be the issue of evaluating market
forces and then generating and selling the subsequent manufactured goods. As a result, Pierre
Bourdieu sees markets as the fields of struggles in which individual human beings are in
constant attempts to preserve or change the existing allocation of types of capital specific to it

so as to accrue the resulting benefits (Goldstein, 2003:12).

Consequently, substantial number of foreign nationals from other African countries such as
—XKenya, Uganda and Zambia who were exposed to English at a younger age are often more

qualified to take high-paying jobs because of their English skills, thereby displacing
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Tanzanians who would be qualified if only they spoke better English™ (Sa, 2007:10). This
suggests that there is an obvious tendency for prestigious and well-paying employment
opportunities to be taken by individuals, who speak good English, who virtually happen to be

foreigners or Tanzanians who have been educated oversees (Sa, 2007).

On this, Goldstein (2003:12) asserts that individuals tend to gauge the market conditions in
which their linguistic goods would be accepted and treasured by the members of the
community. This assessment might influence the way in which an individual perceives
languages, whereas some linguistic products might be highly regarded than others and
consequently ought to be endowed with what Pierre Bourdieu calls a _legitimacy* that other

linguistic goods do not (Goldstein, 2003:12).

However, Goldstein (2003) disputes that since markets are always the grounds of fracas and
places where individuals sometimes feel uncertainties surrounding their investments in
languages such as English, there might also be times when the legitimacy of the dominant
languages such as English is challenged as a result of the emerging significance attached to
using other languages, such as Kiswahili in this particular case. This conception advanced by
Pierre Bourdieu can be used to explain situations involving individual choice of what

language to study in the learning institutions.

This study attempted to establish what motives were behind Tanzanian university students*
choices to study Kiswahili as an academic subject. The idea advocated by Pierre Bourdieu
was validated in this study where it was established that the majority students chose to study
Kiswahili as an academic subject because it possessed competitive power within the job
market in the country. Kiswahili linguistic capital, especially when obtained in conjunction

with education courses, was more cashable than even knowledge in English.

1.12 Research objectives

The overall objective for this particular study was to investigate motivation for university
students in African higher learning institutions to study indigenous African languages as

academic subjects.
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The study‘s specific objectives were to:

i.  Investigate why university students chose to study Kiswahili as an academic subject.

ii.  Explore the extent to which initial students‘ motivation to study Kiswahili as an
academic subject was maintained during the three years of degree study at university

level.

iii.  Examine the role universities play in motivating students to choose to study the

Kiswabhili language as an academic subject.

1.13 Research questions

Research questions are used to state as precisely as possible what the study attempts to do
(Hofstee, 2010:85). Researchers seem to agree that the research questions have at least to be
clear, intelligible and unambiguous (Lewis, 2003). The research questions must also be
focused, but not too shallow, as well as be researchable through data gathering, which implies
that they must not be very ideological or the ones that require the use of —philosophy rather
than of data” (Lewis, 2003:48). Additionally, research questions should be policy and
practically pertinent and expedient to _the development of social theory‘. They should also be
—-informed by and connected to existing research or theory, but with the potential to make an
original contribution or to fill a gap” (Lewis, 2003:48). Finally, it is advised that research
questions need to achievable, considering the available resources, and be ones that interest

the researcher (Lewis, 2003:48).

Regarding the best way of formulating research questions, Lyons & Doueck (2010:71)
advocate the use of SWs and the H questions, which are what, why, who, when, where, and
how of the subject matter under study. However, since qualitative studies are often set out to
define or comprehend various issues, the core objective of the research questions is to solicit
answers to challenges pertaining to _experiences and meanings® rather than seeking to
develop and test more pervasive —theories and explanations” (Lyons & Doueck, 2010:72).
Apparently, qualitative research tries to riposte _questions about why people behave the way
they do, how opinions and attitudes are formed, [and] how personal understanding of events
are shaped‘ (Lyons & Doueck, 2010:72). Consequently, qualitative research is typical of the
questions that begin with why, how, and in what way (Lyons & Doueck, 2010:72).
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In view of these propositions, this particular study set out to answer the following three
research questions.
i.  Why did Tanzanian university students choose to study Kiswahili as an academic

subject?

ii. To what extent was Tanzanian university students‘ initial motivation to study
Kiswahili as an academic subject retained throughout the three years of degree study

at university level?

iii.  What role the Tanzanian universities play in motivating students to choose to study

Kiswahili language as an academic subject?

1.14 Significance of the study

Significance of the study serves to assert the usefulness of the proposed study to the society.
The value of the study might be theoretical or practical (Hofstee, 2010). Theoretical
significance concerns how the study either offers a new theoretical explanation for issues or
how it —validates, extends, refines, or contradicts an existing theory” (Hofstee, 2010:89).
Conversely, practical significance entails what pragmatic contribution the study offers to the
_teal world® (Hofstee, 2010:89). This particular study offered both theoretical and practical

contributions to the existing indigenous African language learning scholarship.

1.14.1 Theoretical contribution of the study

Theoretically, there is an apparent concern that African scholarship of varied nature has for a
very long time lacked attention, particularly among African scholars themselves. In line with
this, Atanga, Ellece, Litosseliti & Sunderland (2012:2), for instance, mourn the lack of studies

in the field of language and gender thus:

It is something of an embarrassing commonplace to say that empirical studies
of language and gender have to date been carried out largely in parts of the
USA, Canada, Australia, New Zealand and Europe. While this situation is
changing, published sociolinguistic and discourse analytical work on gender
and language in relation to African contexts remains scarce.

Childs (2003:11) resonates that within the linguistics field in general the main focus has been
on —phonetics, phonology, and even morphology”, with very little on other areas of the study

of African languages. Furthermore, specific to Kiswahili, recent developments such as
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decisions taken by the African Union (AU), the East African Community (EAC), and the
Southern Africa Development Cooperation (SADC) to adopt Kiswahili as one of their
working languages have created pressing needs among scholars to increase energies not only
in documenting the grammar and vocabulary of the language but indeed developing

appropriate teaching and learning materials, methods, and techniques (Mkude, 2005).

Regarding the importance of motivation studies specific to language learning, Schiefele
(2009) maintains that while the waning of students® interest in education has been widely
reported, there is still an ardent need to establish the cause for this state of affairs. In
consonance with the Schiefele view, it is further argued that understanding students® motives
for choosing to study a language is crucial —n organizing language learning goals; analysing
the classroom climate in terms of control or autonomy; and subsequently for suggesting
practical implications for educating autonomous self-regulated learners” (Bakar, Sulaiman &

Rafaai, 2010:72).

This view is resonated by Janus (1998) who asserts that studies on the reasons for individuals®
decisions, which entails motives for choices to learn particular languages, is a crucial aspect
for language specialists intending to comprehend the enrolment trends in language teaching

and learning programmes. And it is further reiterated thus:

The fact that human nature, phenotypically expressed, can be either active or
passive, constructive or indolent, suggests more than mere dispositional
differences and is a function of more than just biological endowments. It also
bespeaks a wide range of reactions to social environments that is worthy of
our most intense scientific investigation. Specifically, social contexts catalyse
both within-and between-person differences in motivation and personal
growth, resulting in people being more self-motivated, energized, and
integrated in some situations, domains, and cultures than in others. Research
on the conditions that foster versus undermine positive human potentials has
both theoretical import and practical significance because it can contribute
not only to formal knowledge of the causes of human behaviour but also to
the design of social environments that optimize people's development,
performance, and well-being (Ryan & Deci, 2000:68).

Moreover, Schmidt, Boraie & Kassabgy (1996) and Husseinali (2006) assert that the issue of
motivation is of practical interest to various individuals and organizations involved in
language teaching and learning. For instance, being conversant with students‘ motivation for

language learning is important for language programme designers and administrators whose
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interest is to attract students to the programmes (Schmidt ez al., 1996). This can be possible
through designing language programmes that are congruent with the students‘ needs and
interests, thus inspiring them to be willing to commit their resources to it (Schmidt et al.,
1996). Oxford & Shearin as quoted in Gallagher-Brett (2005:5) emphasise the significance of
language teachers to understand the motives for students to learn languages. It is argued that
knowing language learners‘ motivation is crucial for teachers, who would like to use
pedagogical approaches that reinforce and develop student motivation, so as to retain them in

the learning activity (Schmidt ez al., 1996).

Understanding language learning motivation is essential for learners themselves, who often
struggle to maintain their inner drive to embark on and persist in the inherently difficult task
of language learning (Husseinali, 2006; Schmidt ef al., 1996). Pursuant to this, it is noted that
motivational orientations are important foundation in language learning since they determine
the choice of language to be learned, the kinds of activities and behaviours that learners are
more inclined to engage in, the kinds and degree of adeptness the learners expect to achieve,
the extent of outside intervention required to manage learning and the extent of engagement

in the long run (Bakar et al., 2010:72).

Within the context of the present study, knowledge in students‘ subject expectations on
studying Kiswahili and other African languages would aid in shaping their teaching and
learning processes. Currently, Kiswabhili, as for many other indigenous African languages, is
being offered without consideration of learners‘ expectations and market needs. The content
is often based on traditional grammar orientations with less emphasis on functional skills,
such as second and foreign language teaching methods, editing, and translation and
interpreting. When these courses are offered, they only come as optional with a restricted

number of learners allowed to take the courses.

Webb & Kembo are quoted in Wildsmith-Cromarty & Young (2006) disputing that devotion
to standard approaches affects language teaching methods, since the strict _grammar-
translation‘ method is often used, developing relatively thorough cognizance of linguistic
rules but slight or no other language functional skills. This view is echoed by Glynn
(2012:144) who, when articulating various issues that discourage students from learning

foreign languages in the US, notes:
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Regardless of students* foreign language level, school, or ethnicity, the heavy
grammar focus that takes place in each of their classes was a major topic
when asked to describe negative experiences with language learning.

It is further attested that learners of various academic language programmes mentioned
—srammar and spelling” as their —east favourite components of their foreign language
classes” (Glynn, 2012:144). Most learners who participated in the study expressed their
disappointment that there was too much time used up in class drilling grammatical items. The
students perceived most of these drills to have little or no direct impact to the entire syllabus

(Glynn, 2012:144).

Further to the theoretical contribution of the present study, an extensive literature review
indicated that the majority of motivation theories in language learning, and for the purpose of
this study the Self-determination Theory (SDT), has mostly been applied to describe the
teaching and learning of the second and foreign languages. This study develops new insights
in that the SDT can ably explain the dynamics surrounding the teaching and learning of the
first languages as well. Based on its characterization of motivation along a continuum from
intrinsic to extrinsic, it is possible for the SDT to guide exploration of the factors making
individuals choose to learn their own native languages as academic subjects within education
contexts. The present study has successfully employed the SDT to achieve its three research
objectives, which were designed to understand the factors Tanzanian university considered in
making decision to study Kiswahili as an academic subject as well as how they maintained

their initial motivation to study the language.

1.14.2 Practical contribution of the study

Practically, as a remedy to the lack of students‘ interests in indigenous African languages,
Matsinhe (2004:22) advocates that there must be a redesign or renewal of the curriculum for
African languages, which should take into account the changing aspects of the job market so
that the expectations of the students and the potential employers of the graduates in
indigenous African languages are met. This recommendation may sound valid considering
that, apparently, there are indications that the pervasive lack of interest in learning is partly
the result of —the neglect of students” everyday life experiences, the development of interests
outside of school, and the restrictive character of learning environments‘ (Schiefele,

2009:208).
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Cognizant of the above, this study was carried out with similar expectations that the results
would assist the language policy makers and planners in government organs, and language
coordinators and curriculum developers in educational institutions to have insights into
students® motives for choosing to study Kiswahili, and indigenous African languages in
general in institutions of higher learning. It was envisaged that this would assist them in
designing and formulating language policies, plans, curricula, and programmes which are
consistent with students‘ expectations in learning the languages. It was also expected that the
results from the study would assist in consolidating students® interests in learning Kiswabhili

in Tanzania.

Furthermore, the findings from this study were expected to cast light on the best possible
ways to redesign and reform programmes and curricula in other indigenous African
languages in African institutions of higher learning that are currently labouring in terms of
the student enrolment. In the context of this, Yuka & Okolocha (2011:7) hold that it is critical
that Africans themselves and supporters for the utilization of African languages reassess the
dynamics that can induce African and non-African individuals to start studying and use these

languages in their daily quest for communication and survival.

1.15 Delimitations of the study

According to Hofstee (2010:87) delimitations cover the back of the researcher by limiting the
span of the research topic. Delimitation is inherent in academic tasks since it is very unlikely
that the researcher can cover the whole ball of wax and impeccably (Hofstee, 2010:87).
Delimitations serve to explain to the readers exactly what the researchers are —responsible
for” by explaining —what” they are —not responsible for and why” (Hofstee, 2010:87). By
asserting very explicitly what exactly falls and does not fall within the research project, the
researcher avoids potential reproach of -why didn‘t you do x, y, or z” from the audience

(Hofstee, 2010:87).

This particular study intended to explore language learning motivation among students, who
were native language Kiswabhili language speakers, studying Kiswahili as an academic subject
at Tanzanian universities. The study site was the Institute of Kiswahili Studies of the
University of Dar es Salaam, Tanzania. It must be emphasised that the concept —native
language speakers” in this particular case referred to students for whom Kiswabhili is their first

and second language. This excludes all other students who were not native speakers of the
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language. Furthermore, this study focused only on motives to choose and persist with the
study of Kiswahili as an academic subject. It was not the intention of this study to explore
internal motivational processes that occur during learning itself, such as the effect of
motivation on students® academic performance. The emphasis was put on the fact that this
study focused on learning Kiswahili as an academic subject and not as a medium of
instruction. Thus, the focus was to know the factors for the decision to study Kiswahili as an

academic subject.

1.16 Definition of terms
This section helps in dispelling imminent misunderstandings regarding terms used in a

particular study (Hofstee, 2010:88).

a) Affection
In this particular study, _affection‘ has been used to refer to a state of idiosyncratic evaluation
of the experiences that lie along a continuum of the positive and negative poles. The concept
literary means the state of like and dislike towards something experienced by an individual in

a specific period of time.

b) African indigenous languages
In the context of this study, the concept has been used to refer to all languages native to
Africa. This excludes all languages that have any synchronic and diachronic structural ties
with languages of the other continents. Thus, in the context of this study, languages of the

former colonialists assimilated in Africa are not indigenous.

¢) African institution of higher education
It refers to a university, college, or technical college based on the African continent, run
by either the public or the private sector, which teaches indigenous African languages as
academic subjects. In this particular study, the Institute of Kiswahili Studies of the

University of Dar es Salaam, Tanzania was the main focus.

d) Student enrolment
The process of recruiting or accepting students into language learning programme as an

academic subject.
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e) First language
The term —first language” is used in diverse overlapping ways, and can mean —the first
language” to be learned, —the stronger language”, —the mother tongue”, or the language
most dominantly used (Malmkjer, 2010:53). However, in the context of this particular
study, the terms —first language” and —native language” have been treated as synonymous.
They refer to the language an individual speaks first before other languages as well as a
language spoken as a primary medium of communication even if it was not learnt first. It
is the language an individual learns informally from childhood. The first or native

language is the one acquired from the environment surrounding an individual.

f) Foreign language

The concept refers to the language, which generally is not spoken in the immediate
environment in which an individual resides, and it does not accomplish individual‘s daily
communication needs within specific public settings (Abbott, 2001:467). Such language
is seemingly learned for the purpose of interacting with foreign nationals, who are
characteristically alien to the local settings (Davies, 2001:517). It is illustrated for
instance that when —Fapanese students in an English class in Japan are learning English”,
English becomes a foreign language. However, when the —same students were in an
English class in the USA”, the students would be taking —English as a second language”
(Yule, 2006:162-163).

It is, however, maintained that within the contemporary field of language learning, both cases
are basically referred to as —second language learning” (Yule, 2006:162-163). According to B
ardack (2010) a foreign language is the one learned as a school subject, and it is not used or

dominant in the community where the language is learned.

This is in contrast to a second language, which is often a _meadium of communication in
the community‘. However, this definition does not properly describe the state of English
in Tanzania, where, although for some Tanzanians it is their second language, English
does not serve day to day communication purposes. In the context of this particular study,
the concept has been used to refer to language learned to fulfil international
communication requirements rather than day to day individual communication needs.
Foreign languages taught in mainstream education in Tanzania are French, Arabic, and in

recent years Chinese and Korean.
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g)

h)

Heritage language

It is defined as the language that is considered by individuals to be their native, home, or
ancestral language (Bardack, 2010). The concept is also employed to explain forms of
linkages that exist between minority languages such as an indigenous or immigrant
language and the community or speakers of such a language (Bardack, 2010). It has been
established in this study that most African languages, including Kiswabhili, is being taught

and learned in other continents mainly as a heritage language.

Language learning and language study
In this particular study, the terms <earn” and —study” are used synonymously. They have
been used to refer to the conscious process of acquiring knowledge. It is a formal activity

of gaining knowledge, in this particular case, language.

Mother tongue

The concept —mother tongue” has been differently conceived. However, the concept has
often been hinged on the apparent rational conception that since most children‘s —first
significant other is the mother”, then the first language spoken by the child is -mother
tongue” (Davies, 2001:515). Nonetheless, some contemporary views dispute that it is not
always as forthright as it would sound since the responsibilities of a mother might be
assumed by some other adult individuals who are not necessarily biological mothers
(Davies, 2001:515). In addition, the concept —mother tongue” is also defined as —self-
sustaining” and it is the reason emerging generations do not require schooling to acquire

them.

On the contrary, such kinds of languages are picked —at home in the community, in the
neighbourhood, among the loved ones - the ones shaping the identity of the child”
(Fishman, 2007:78). UNESCO defines mother-tongue as —the language” which an
individual has assimilated in childhood and which often becomes their instinctive tool of

thinking and interaction (Kamwangamalu, 2004:226).

The orthodox definitions of the concept often encompass senses such as the language
learnt from one‘s mother; anyone‘s first language regardless ffom whom” it was learnt;
an individual‘s most resilient language at any stage of the life circle; the -mother tongue”
of the political territory or nation; the language that is often spoken by an individual; and

—the language to which a person has the more positive attitude and affection” (Malmkjeer,
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1))

k)

2010:53). Pursuant to this conceptual obscurity, every effort has been made to avoid the
use of this term in the present study. However, when it was indispensable, the concept
was employed to refer to any language people learn first in their life. Particularly, the

study adopted the delineation propounded by Ouane & Glanz (2010:62) that:

In order to root the definition in the African linguistic reality, we define
mother tongue in a broader sense as the language or languages of the
immediate environment and daily interaction which nurture the child in the
first four years of life. Thus, the mother tongue is a language or languages
with which the child grows up with and of which the child has learned the
grammar before school.

In the Tanzanian context, the mother tongue concept might include Kiswahili to
individuals whose first languages are different languages but because of its dominance,

their Kiswabhili proficiency has reached a native-like level.

Motivation
The concept -motivation” in this particular study has solely been used to refer to a

—reason’ for engaging in an activity or behaviour.

Second language

This concept was used to refer to any language an individual learns or acquires next after
the first. It was specifically used to employ the language learned through formal teaching.
It is the language volitionally or involitionally learned by an individual, and is spoken in
the surrounding community, where an individual resides (Yule, 2006:162). Second
language is the one —mastered either through direct exposure to it or through formal
instruction accompanied by frequent interaction with the target-language community in

the host environment or in a multicultural setting” (Dornyei, 1990:48).

The concept has also been defined as an —additional language after a person has acquired
mother tongue ... sometimes, [it] includes _both untutored [naturalistic] acquisition and
tutored [classroom] acquisition” (Ellis, 1985:5). Functionally, second language was
referred to as a language used to fulfil key social roles like language of instruction or law
(Abbott, 2001:467). In the Tanzanian context, both English and Kiswahili could be
referred to as second languages as both fulfil important social roles albeit with different

prominence.
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1) Vernacular language
The concept —vernacular” has been common in the sociolinguistics field —since the
Middle Ages® when it was initially employed to define native —European languages”,
which were perceived to be of the Jow prestige” compared to Latin, which was endowed
with —high prestige” (Yule, 2006:212). Since then, the concept has been extended to
characterize —any non-standard spoken version of a language used by lower-status
groups” (Yule, 2006:212). This undertone has been fossilized to become conventional

definition of the languages spoken by marginalized individuals in the society.

Even today, the term —wernacular” is often used to describe forms of —social dialects”
characteristically spoken by apparent ewer-status groups” which are treated as —aon-
standard” as a result of the —-marked differences from a socially prestigious variety treated
as the standard language” (Yule, 2006:212). However, in the context of this study, the
term was used to refer to ethnic languages regardless of their status and prestige in the
society. In the context of the present study the concept _wernacular® did not include any

value-laden sentiments.

1.17 Limitations of the study

This concept relates to the issues that negatively impact the researcher during carrying out the
study. In this particular study, the main limitation was distance between the research site and
the university where the researcher was based. While the data for the study was gathered
from the Institute of Kiswahili Studies of the University of Dar es Salaam, Tanzania, the
researcher was studying full time at the University of KwaZulu-Natal, Durban South Africa.
The apparent physical distance prevented the researcher from having sustained interaction
with the research participants, particularly when there was a need to double check and verify
some of the information forming the data. This problem was mitigated by using telephone

conversation and internet communication.

Another challenge was an unanticipated extra research cost. Conducting international phone
calls placed a serious financial burden on the researcher. Another challenge was loss of
contacts between the researcher and most research participants. By the time the data had been
gathered, the student research participants were third year students, their last academic year at

the university.
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This means that for the most part of the period of data analysis and writing up the research
report, these students had already left the university, thus some of them were not accessible
through the contacts they provided in the consent forms they signed. This was probably
because they had moved to other areas of the country where new employment and social
demands forced them to change their contacts. This challenge was mitigated by full
utilization of the few participants who were available at hand to provide the required

information.

1.18 Structure of the thesis

The thesis is organized into six chapters. The first chapter, which is the general introduction,
covered the background of the study, statement of the research problem, an overview of the
concept of African languages, the origin of Kiswahili language, the early development of
Kiswahili language, an account of Kiswahili in education during the colonial era, Kiswahili
and language in education after independence in Tanzania, the current language profile in
Tanzania, the language education policy and the role of Kiswahili in Tanzania, the current
public attitudes towards English and Kiswahili in Tanzania, the research objectives, the
research questions, the significance of the study, delineation of the study, definition of terms,

limitations of the study, and the structure of the thesis.

The second chapter comprises a literature review, in which basic literature on motivational
studies is critically explored. The third chapter is the conceptual and theoretical framework.
In this chapter, the concept of motivation is reviewed in detail with the aim of establishing its
connection to the language learning. Also, the chapter provides a detailed account of the self-

determination theory, which has informed the study.

The fourth chapter is informed by methodological aspects of the study. Issues covered are
research paradigms, research strategy, research design, research methods, and rigour and
ethical issues of the study. Data presentation and discussion of the research findings are the
issues tackled in chapter five. The last chapter is chapter six which deals with the general
summary of the entire project, general conclusions of the study, and the recommendations for

further studies.
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1.19 Conclusion

The aim of this chapter was to outline the basic aspects of the study. It laid the foundation
stone upon which the entire thesis has been built. It covered the background of the study,
statement of the research problem, an overview of the concept —African languages”, the
origin of Kiswahili language, the early development of Kiswahili language, an account of
Kiswahili in education during the colonial era, and Kiswahili and language in education after

independence in Tanzania.

Other issues covered in this chapter are the current language profile in Tanzania, the language
education policy and the role of Kiswahili in Tanzania, the current public attitudes towards
English and Kiswahili in Tanzania, the research objectives, the research questions, the
significance of the study, delineation of the study, definition of terms, limitations of the
study, and the structure of the thesis. The following chapter two is a literature review and it
critically analyses various contributions tothe motivation concept as well as studies carried

out on language learning motivation.
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CHAPTER TWO
A LITERATURE REVIEW

2.1 Introduction

The purpose of this chapter is to review a variety of literature that highlights innumerable
aspects of motivation in relation to language teaching and learning. The immediate objective
of the chapter is to establish, with a special focus on the teaching and learning of indigenous
African languages, what has already been done and which gaps are there that merit a further
empirical study such as this one. Ultimately, the review of the related literature was expected
to shed light on both practical and theoretical aspects in relation to motivation for indigenous

African and other language learning choices in institutions of higher learning.

Specifically, the chapter covers a review of literature dealing with the conceptual and
pragmatic importance of a literature review in the academic domain, focusing on studies
related to African language learning motivation, studies on western language learning
motivation, motivation for learning Asian languages, theoretical aspects and studies on
general education choice and decision making, and other theories of motivation related to

language learning.

2.2 Definition and the role of a literature review in academic writing

Scholars have approached the notion _litemture review* from different perspectives. A review
of literature can be understood as a detailed but serious examination of other people‘s ideas,
philosophies, and studies on a specific discipline of study. This examination should
ultimately lead to the development of the research questions (Schreiber & Asner-Self,
2011:32). The primary aim of reviewing literature is —to find out what others® thoughts are
and have been” (Schreiber & Asner-Self, 2011:32). Therefore, it is stressed thus:

The focus of a literature review is not on our own thoughts, theories, or research;
rather, the focus of a good literature review is our thoughtful summarization and
evaluation of the work resting on the shoulders of the giants on which we hope to
stand (Schreiber & Asner-Self, 2011:32).

It is maintained that a literature review has utmost significance in scientific inquiry because it
helps a researcher to learn —about other individuals who have before carried out studies in the
same or similar areas and produced written materials about it” (Rossman & Rallis, 2003:36).

As such, through a critique of the existing knowledge, researchers can develop their own

40



understanding of a particular phenomenon under study (Rossman & Rallis, 2003). In addition,
a literature review helps in gaining insights into the major traditions and principles that

override the specific field of study (Rossman & Rallis, 2003).

Parallel to the above, it is also advocated that a review of literature assists researchers to
attain both a general and specific picture of —what has already been done” (Cowie, 2009:184)
in the selected area; as well as attaining key ideas on the ways to go for the planned study. It
is further highlighted that the whole idea of reviewing literature profits the researchers by
enabling them to advance a sketch of the existing body of knowledge” (Cowie, 2009:184).
Moreover, it is advocated that the literature review serves as a proof that an investigator has
sufficiently studied the theoretical writings as well as —research publications as a conceptual

base for the proposed study” (Stake, 2010:104).

In reiterating the significance of a literature review, Bryman (2012) states that individuals
need to ascertain —what is already known” concerning the topic of attention in order that they
do not simply —einvent the wheel” (Bryman, 2012:98). He notes in addition that it is through
a literature review that researchers showcase their abilities to —engage in scholarly review”
(Bryman, 2012:98) by appraising and making sense out of others‘ works in the specific
subject area. Moreover, reviewing the current literature on a particular subject matter
provides a springboard for development of an —argument” (Bryman, 2012:98) regarding the

importance of the study to be conducted.

It is emphasised that a good literature review should be in its basic form a way of asserting a
researcher‘s —eredibility as someone who is knowledgeable in [the] chosen area” (Bryman,
2012:98). It is noted that a review of literature should not in whatever way be —& matter of
reproducing the theories and opinions of other scholars”, but it must construe what others
have said, of course through —their ideas to support a particular viewpoint or argument”

(Bryman, 2012:98).

In line of this, Bryman (2012:98) proposes that the aim of reviewing available publications
should intend to highlight the following issues:
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a) Aspects of the subject matter under study which are known at the time of study.
b) Notions and theoretical frameworks which are applicable to the subject matter.
c) Approaches and strategies commonly used to study the subject matter.

d) The major disagreements and conflicts which override the subject matter.

e) The available discrepancies regarding research findings on the subject matter.

f) _Research questions‘ that have remained unanswered in the subject matter

Regarding sources of literature, Schreiber & Asner-Self (2011:33) recommend that reliable
literature is obtained from an integrated literature review, which they define as —the
professional literature, such as peer-reviewed journal articles, books, dissertations, theses,
and conference proceedings”. Stake (2010:109) quotes Kennedy to categorize a literature
review into two types which are —systematic” and —eonceptual”. A systematic literature
review entails the researcher‘s attempt to search for —all the studies that examined a particular

causal relationship” (Kennedy as quoted in Stake, 2010:109).

A conceptual literature review, on the other hand, is —an attempt to bring together scholarly
contributions on diverse matters” with regard to the proposed study (Stake, 2010:109). Such a
review intends to make the most of the wide and composite theoretical underpinnings that
inform the particular —esearch questions” (Stake, 2010:109). According to Stake (2010) each
type has its separate area that works well. He illuminates that the systematic literature review
—-may offer greater contribution to researchers in a developed field of research”, while —the
conceptual may offer a greater contribution to seeing the complexity of a professional
problem” (Stake, 2010:111). All that considered, Bryman (2012:99) advises that any pursuit
of literature needs to be guided by —research questions”, and also the review must act as a

way of showing why the _tesearch questions® are significant.

The literature review for this particular study was both systematic and conceptual. Regarding
systematic review, the variables that have been explored are language learning and language
motivation. The researcher was interested in understanding how motivation influenced
university students‘ choice to study indigenous African languages in general, and Kiswabhili
in Tanzanian universities in particular, as an academic subject. The other variable was
various forms of motivation that necessitated language learning in the institution of higher

education in different parts of the world. The conceptual review focused on understanding the
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concept of motivation as well as theoretical aspects of it that override contemporary language
motivation studies.

2.3 Studies in students’ motivation for African language learning

Igoudin (2008) states that until now the vast amount of motivational research appear to be
focused on the foreign language class contexts such as English, French, Germany, Spanish,
and Portuguese. Also, in the past few years, there is unprecedented growth of a body of
research in motivation for learning Asian languages, such as Arabic, Chinese, Korean,
Japanese, and Malay. However, this has not been the case with teaching and learning of
African languages on the African continent. The few available studies on indigenous African
languages are conducted to assess their teaching and learning in American colleges and

universities and to a lesser extent in the European context.

The focus of such studies is on the students’ motivation for learning African languages as
heritage, additional, or foreign languages. In the US, most of the studies have been a product
of the programmes such as those run by the National Council of Less Commonly Taught

Languages (NCLCTL).

In the context of the African Institution of Higher Education, one of the scant available
studies on African language learning motivation was a small scale study carried out by
Mbatha (2013). The study investigated why black students are motivated or not motivated to
choose modules taught in IsiZulu language at the Edgewood Campus of the University of

KwaZulu-Natal, South Africa.

The specific objectives of the study were, first, to understand how students decide whether to
take or not take modules taught in IsiZulu. Second, the study aimed at understanding
students® motivation as well as disincentives of taking modules taught in IsiZulu. Third, it
aimed at understanding attitudes that give impetus to choosing or not choosing modules
taught in IsiZulu. Fourth, the study investigated ideologies that underpinned language

learning choices among students.

Consequently, Mbatha (2013) found that the prospects of studying modules taught in IsiZulu
in the foundation phase programme at the university generated mixed reactions, such as
feelings of happiness, fear, anxiety, as well as total rejection. It was established that some

students studied the academic modules in IsiZulu because it provided them with a good
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grounding in the mother tongue before learning additional languages. Also, some students
reported the need for a balance of two languages as a main motivation for their decision.
Developing pride in the language was also reported as one of the motives for choosing the
modules. Other students cited instructors‘ influences as the cause for their choice. It was
summed up that the reasons given by the students suggested both integrative and instrumental

motivation for choosing to learn modules taught in IsiZulu (Mbatha, 2013).

Another contribution to the motivation research in indigenous African language learning in
the African context was offered by Matsinhe (2004). Under the commission of the Open
Society Initiative for Southern Africa (OSISA), Matsinhe conducted a survey in the member
countries of the Southern African Development Community (SADC) to investigate problems
affecting the development, promotion, and use of indigenous African languages in the region.
Among others, policy issues, curricular and training issues, publication and programmes for
electronic media issues, and coordination and consultation issues were revealed to be the main

hindrance to the promotion of African languages in learning institutions (Matsinhe, 2004:13).

Specific to the language teaching and learning, Matsinhe (2004) found that most African
language teaching and learning programmes in the higher learning institutions were struggling
because of low student enrolment and high dropout rates. The main reason cited for the
situation was lack of interest among students in learning the languages (Matsinhe, 2004).
Recounting on the factors for learning of indigenous African languages in African institutions
of education, Batibo (2003) notes that most students choose to study African languages just to
fulfil _academic requirements or because they want to have a good knowledge of the

functioning of the languages for their professional needs (Batibo, 2003:22).

Overall, an overwhelming majority of motivation research on indigenous African language
learning has been focussed on the students outside Africa, who learn the languages as
academic subjects. Folarin-Schleicher & Lioba (2000) identify a variety of motivations for
students‘ decision to study African languages in the US. According to them, the students*
reasons for learning African languages in the US include curiosity, requirement for academic
language credit, a desire for a cultural or cross-cultural experience or link, and the need for
language skills for research (Folarin-Schleicher & Lioba, 2000:79). Other factors were
special needs such as developing basic communicative competence for a business trip or to

work with an international organization (Folarin-Schleicher & Lioba, 2000).
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Similar observations are presented by Marten & Mostert (2012) who studied, among others,
students® motives for studying IsiZulu as an additional or third language in the Department of
Languages and Cultures of Africa, School of Oriental and African Studies (SOAS),
University of London. In the study, Marten & Mostert (2012) established that students had a
variety of motives for choosing to study IsiZulu, which were generally categorized as
—personal, academic and professional” (Marten & Mostert, 2012:102). The reasons ranged
from a desire to interact with Zulu people and the South African population, experience Zulu
values, and heritage (Marten & Mostert, 2012). Their characterization regarding the pattern
of the students® motives was that the reasons for learning the language entailed both

—ntegrative” and —nstrumental” motivation (Marten & Mostert, 2012:101).

Marten & Mostert's findings corroborated the Ruther® (1998) study findings, which indicated
that the meteorology students at the Columbia University‘s School of International and Public
Affairs (SIPA) opted to learn advanced Kiswahili language and culture for the reason that
they were placed in various sites in rural areas of Kenya to gather -meteorological data for a
global climate change study” (Ruther, 1998:113-114). Thus, the students saw it necessary to
study Kiswahili in anticipation that proficiency in the language would enable them to live,
function, and conduct their research activities more seamlessly and effectively (Ruther,

1998:113).

Further, in his study of motivation for foreign language learning in higher learning in the US,
Janus (1998) found similar results. In the study he established that postgraduate students
conducting research in -anthropology, art history, history, linguistics, or literature, and
undergraduate students in area studies, international relations, business, or law, or those in a
language/literature major in the language” indicated that the LCTLs courses were directly
relevant or a requirement for their academic majors (Janus, 1998:167). Others indicated that
they chose to learn the languages because they see the <anguages as potentially relevant for
study abroad or for jobs or internships in another country, or because they have a personal or

romantic relationship with a (nonrelated) native speaker of the language” (Janus, 1998:167).

Janus (1998) cites culture and travel as among the factors students consider for learning
LCTLs in American institutions of higher learning. According to him, students become

enticed to learn LCTLs by:
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[[Interest in or experience with some aspect of the culture, such as martial
arts or Japanese animation, Irish music and dance, films from Scandinavia or
India, or literature and art from a number of cultures. Travel to the country,
whether completed or anticipated, is also a significant factor (Janus,
1998:167).

He elaborates that these include —students who have returned from year-abroad programmes
and recreational travellers” (Janus, 1998:167). Further, it is stated that other learners enrol in
LCTLs programmes —because they are interested in languages and perceive the LCTLs as
more challenging or exotic than—or different from—Ilanguages they have taken before”

(Janus, 1998:167).

The number of people learning indigenous African languages such as Kiswabhili at institutions
of higher education in the United States has steadily been improving (Moshi, 2006). The
encouragement is recorded in other parts of the world such as Europe and Asia, where the
interest in learning Kiswabhili is gaining momentum. Moshi (2006) maintains that in most
European colleges and universities the rate of Kiswahili learning is picking up. According to
her, most of the African language programme objectives in the European context are
concomitant with the aims of the developmental ventures nested under the European
economic multilateral collaborations as well as developmental agencies such as —the Danish
International Development Agency (DANIDA) and the Norwegian Agency for Development
Cooperation (NORAD)” (Moshi, 2006:167).

2.3.1 Heritage as an emergent discourse in minority language learning motivation

In recent years heritage learning has emerged as a dominant construct that explains
motivation for learning minority languages abroad (Abuhakema, 2012; Cheng, 2012;
Temples, 2010; Qin, 2006; Lee, 2005; Dwyer, 2003). The concept —heritage learning” or
—heritage speaker” was initially developed in Canada in the 1970s; however, it has gained its
prominence in the US especially in the 1990s (Montrul, 2010). The concept is broadly
applied to refer to individuals who are -members of a linguistic minority, who grew up
exposed to their home language and the majority language” (Montrul, 2010:4). It is
contended that heritage is one of the widespread motivators for students‘ choice for language
learning in the US (Jordan, 2015; Damron & Forsyth, 2012). Most Americans who had been
surveyed indicated that they wanted to learn languages that could place them closer to their

ancestral roots (Jordan, 2015).
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This prevalence was interpreted as the highlight of the extent of the deep interweave that
exists between heritage and identity among the Americans. Jordan (2015) points out that this
situation is a reminiscence of the fact that the majority of American families have existed in
the US only for a handful of generations, and therefore their empathy with their lineage is
still robust. Yet, since the speed of integration and socialization of the immigrants into the
American mainstream culture is so strong, the majority families find themselves fully
linguistically integrated into the English language within just two generations. This scenario
militates against the subsequent generations of the US population to long for reconnections

with the similitude of ancestries through languages (Jordan, 2015).

In the context of African language learning in the west, heritage too has become one of the
main motives for students‘ choice to study the languages as a result of the students® quest for
a revival of their lost identities and heritage (Dwyer, 2003; Mazrui & Mazrui, 1998).
Commenting on the reasons for students‘ choice to study African languages, including
Kiswahili, in the US colleges and universities, Mazrui & Mazrui (1998) illuminate that
heritage is one of the underlying factors. According to them, an attempt to appease the —bi-
focal quest for ethno-linguistic identity among African Americans” (Mazrui & Mazrui,
1998:34), who had lost their identities through different socio-historic events and histories,
sparked a massive struggle in the American academia. They elaborate that —-the demand for
civil rights, thus, sometimes came to include the rights of access to the African linguistic

heritage in the corridors of American academic circles” (Mazrui & Mazrui, 1998:34).

To achieve that aspiration, African Americans explicitly wanted to —elink with continental
African languages” (Mazrui & Mazrui, 1998:34) through learning the languages of their
perceived ancestry. This view is supported by Spolsky (1999:188) who points out that the
beginning of teaching and learning of Kiswahili in American institutions of higher learning
can fairly be attributed to the result of the —Afro-American ethnic movements” rather than
pure interest in the language itself. Consequently, the presence of numerous -African
languages in American educational institutions that now seem to be taken so much for
granted, is one of the products of those major battles for civil rights which were fought on
American campuses in the 1960s” (Mazrui & Mazrui, 1998:34). It is through these
movements that currently African languages are taught widely in American universities and
in some high schools, with Kiswahili being by far the most popular (Mazrui & Mazrui,

1998:34).
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Dwyer (2003) shares similar perspective regarding factors for African language learning in
the US. He advocates that even though most students who choose to study African languages
in the American institutions of higher learning can be classified as heritage language learners
or career learners, the majority fall under the former category (Dwyer, 2003). He clarifies that
heritage learners® motive to study languages is hinged on their desire to learn more about the
languages and cultures of their communities, relatives, or ancestors (Dwyer, 2003). It is
further asserted that African heritage learners fall into two categories, the first category being
the one involving students whose descendants came to the US between the 16th and 18th

centuries (Dwyer, 2003).

Since the particular African origin and ancestral language of this category is mainly
indefinite, for such learners virtually any African language meets the heritage function
(Dwyer, 2003). So, given the prominence of Kiswahili as an African language in American
popular culture, this language is often favoured by these heritage learners (Dwyer, 2003).
Because of this, Kiswahili has by far outnumbered other African languages, not only within
the United States (Dwyer, 2003; Mazrui & Mazrui, 1998) but also in Europe (Marten &
Mostert, 2012).

The second category of the heritage learners, according to Dwyer (2003), is African-heritage
students whose families migrated into the US between the 20th and 21st centuries. The origin
and the African languages of their parents or grandparents of this group are traceable, thus
these new generations of the African Americans have a tendency to inhabit with their relevant
ethnicities and specific communities (Dwyer, 2003). As a result, there are many African
language programmes that have been established to respond to the heritage language learners
by offering courses at the institutions of higher learning and in the wider communities as a
measure of their outreach and service missions to cater for the needs of these individuals
(Dwyer, 2003). However, the heritage language learners‘ inherent desire to develop a better
internalization of the culture of their parents is often greater than their desire to learn the

language (Dwyer, 2003).
A quite similar approach to the categorization of heritage learning is offered by Van Deusen-

Scholl (2003) as quoted in Glynn (2012:114). According to him, heritage learners can be

distinguished between those who possess a certain amount of —bilingualism and learners with
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heritage motivation who seek to connect to their heritage through learning the target
language”. It is elaborated that regarding learners —with heritage motivation® the significance
is attached to gratifying individuals‘ desire for an identity by establishing a connection to
_on€'s heritage language and culture” (Giangreco, 2000, as quoted in Glynn, 2012:114). On
the other hand, heritage learners who have _litle knowledge of their heritage language often
possess the desire to learn about who they are, and the opportunity to formulate their

identities is a motivating factor‘ (Carreira, as quoted in Glynn, 2012:114).

In line with the argument that heritage is an important factor for foreign language learning
choice, Janus (1998:167) reports results from the study which involved —sixty LCTLs
teachers, who attended the conference hosted by the Centre for Advanced Research on
Language Acquisition (CARLA) at the University of Minnesota”. The majority of
participants cited heritage as the primary reason for their students to enrol in the language
programmes (Janus, 1998:167). In the study, the majority of teachers revealed that most
students who exhibited heritage interest for learning foreign languages were —first or second
generation Americans, who wanted to solidify ties with their culture and talk to parents and
grandparents, and also those whose ancestry is more distant but who are interested in

discovering more about their roots or ethnicity” (Janus, 1998:167).

Akin to this 1s Glynn‘s (2012) contention that some learners in her study stated that they
decided to learn languages that were close or reflect their own social and cultural ties. For
instance, it was found that most Latino learners indicated that learning and enhancing Spanish
made them experience a great deal of —eonnection to their ethnicity and their families”, thus
becoming the main incentive for their initial and continued enrolment in the language
programmes (Glynn, 2012:114). One particular example was a Latino student who was
adopted from Paraguay and possessed an inherent —desire to gain proficiency in Spanish and
learn about the language and culture of her birth parents” (Glynn, 2012:114). This student
had —adopt-white” parents and she was brought up in white culture, but through learning

Spanish she experienced an underlying connection to her heritage (Glynn, 2012:114).

Similarly, there are reports that some Japanese language programme instructors indicated that
most Asian-American students showed a strong —desire to learn a language that reflected their
Asian heritage” (Glynn, 2012:115). As a result, most basic Japanese classes were mostly

attended by Asian-American students, with the exception of an insignificant number of white
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or Africa-American learners (Glynn, 2012). This is because, since these Asian-American
learners were of Japanese descent, the Japanese language offered them a direct reflection and
connection with their specific and broader Asian heritage. This situation is different from the
one in which, for example, —-African-American learners who may choose to learn an African
language even if it is not the same African language of their heritage, but the most important
thing is that the students yet get the value of engaging into their perceived identities”
(Carreira as quoted in Glynn, 2012:115).

Nonetheless, it is advocated that there is a need to distinguish between —heritage learners and
learners with heritage motivation” (Lee, 2005:556). In the study that involved 530 university
students in the US, Lee (2003) saw there was obvious —nadequacy of the heritage vs. non-
heritage binary distinction”. This is because there is a huge variation among students
identified as heritage language learners. For instance, it was established that some African-
American university students choose to learn Yoruba or Kiswahili to connect to their
—heritage” and finding meaning in their ethnicity even though they do not know whether their
ancestors ever spoke those specific African languages (Lee, 2005:558). However, Lee‘s
scepticism has been explicated by the Dwyer (2003) in the previous paragraph when he
categorized heritage language learners into those who know and those who do not know their

ancestral linkages.

Parental influence has been reported to be a major support for heritage language learning
among students (Nunn, 2008). The parents‘ language background influences heritage-
language learning and often such parents are identified to be —more involved in their
children's language study than non-ethnic parents” (Sung & Padilla as quoted in Nunn,
2008:479). For instance, the statements such as -my parents encourage me to study Japanese”
and -my parents feel that I should learn Japanese” were virtually common among participants
identified as heritage learners (Nunn, 2008:479). This was attributed to the fact that most
Asian parents normally possess higher expectations for their children‘s education (Catsambis

& Garland; Peng & Wright; Eaton & Dembo as quoted in Nunn, 2008:479).
The parents influence and support of their children‘s education has been stressed. For

example, it is assumed that —the pressure to please parents corresponds with a greater fear of

low academic performance”, which, as a result, pushes students to attain higher academic
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successes (Nunn, 2008:479). In reiterating the significance of parental influence on children®

decision making, Meece, Glienke, & Askew have this to say:

Parents are important sources of information children draw on to form their
ability and value perceptions. Parents also provide and encourage different
recreational and learning activities that can support the development of
specific skills and interests. Additionally, parents are important role models.
They communicate information about their own abilities and skills, and what
is valued and important, through their choice of work and leisure activities
(Meece, Glienke, & Askew, 2009).

All that said, it is noted that in most cases the study of any second or foreign language is
thought to be professional enhancement, a way of self-advancement, and a cause for
familiarization of the new social ideals (Dwyer, 2003). Lee (2005) resonates that heritage
learners are often interested to study a language so as to —develop and define their ethnic and

cultural identity” (Lee, 2005:556).

2.4 Studies on western language learning motivation

Unlike African language learning in the African institutions of higher learning, literature is
rich in language motivation studies focusing on languages of Europe, America, and in recent
years Asia (Igoudin, 2008). Gardner & Lambert‘s (1959) work on students‘ motivation for
learning French in Canada set a podium for an unprecedented body of research on language
motivation. Following their work, the field of language motivation has witnessed a flood of
second and foreign language learning motivation studies, a move which has culminated in an

enormous growth of the discipline, as the following review illuminates.

Schmidt, ef al. (1996:10) studied motivation for Egyptians to learn and incur costs for the
English private classes in the programmes of English as a foreign language in —the Centre for
Adult and Continuing Education at the American University” in Cairo, Egypt. Their study
was specifically motivated by a desire to establish the reasons for this to happen in a country
where provision of —-public education is free at all levels” (Schmidt ez al., 1996:10). The study
involved individuals of varied occupations such as teachers and administrators, as well as
housewives, who identified several possible factors for their decision to learn English
(Schmidt et al., 1996). In the study, it was established that for some students, especially
housewives, learning English offered them an opportunity to change their social space by

getting out of the houses and interacting with others (Schmidt ez al., 1996:11).

51



Another group was students of higher learning who were largely inspired by utility factors,
such as obtaining jobs or -t work for a joint venture company” (Schmidt et al., 1996:11).
Others in the study sample included those who indicated to —kave a fantasy motive, a
conviction that life will be better (in unspecified ways) if they learn English” (Schmidt et al.,
1996:11). It was also found that some learners were motivated to learn the language by
significant others such as —parents, peers, or supervisors” (Schmidt et al., 1996:10). A similar
study was conducted by Newcombe (2007), who investigated motivation for Welsh language

learning among adult learners in Wales.

It was reported that adults learn the language because of various reasons such as media,
regaining lost family language, and a desire to generally integrate with the Welsh speakers
(Newcombe, 2007). Regarding media as the factor for Welsh language learning among adult
learners, it was reported that listening to the radio and watching television or webcasts scored
high on the list of reasons for learning the language (Devies as quoted in Newcombe,

2007:92).

Regaining a family language was cited as one of the strongest reasons for adult learners to
embark on studying Welsh (Newcombe, 2007). It was reported that individuals who cited this
factor were those who did not get a chance to learn the language from the previous
generations in the lineage (Newcombe, 2007:92). However, it was further reported that in the
subsequent studies, the number of learners who cited restoration of a family language as a
motivation for learning Welsh dropped sharply (Hughes in Newcombe, 2007:93). For
instance, in one of the studies, —enly 27 out of 175 students in Cardiff chose the restoration of
parental language as a motivator, and only six of these considered it a main motivator”

(Newcombe, 2007:93).

Integrating with indigenous people was another factor for adult learners to study Welsh in
Wales (Newcombe, 2007). This is often associated with a wish to preserve the language and a
cognizance that, if someone lives in Wales, there is a necessity for them to communicate in
Welsh for seamless interaction with the family members or acquaintances as well as
understanding Welsh values (Newcombe, 2007:93). For instance, it was reported from the
study of the students® motivation in Clwyd, North East Wales, that —the skills most important
to learners were communication with other Welsh-speakers, be it family, friends, or social

contacts, and that the main motivation was to speak Welsh because of living in Wales”
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(Davies as cited in Newcombe, 2007:93). Another study by Williams as quoted in Newcombe
(2007:93) indicated that the main factors for studying Welsh among students were the wish to
interact with in-group members, —an interest in Wales and Welsh culture, and the sense of

being duty bound to learn the language of their country of residence”.

Another adult learners® motivation to learn Welsh came in the form of learners® parental
responsibility where parents wanted to help their kids and grandkids with their school work at
home (Morris as quoted in Newcombe, 2007:94). On this aspect, it is reiterated that the
—presence of children in the household [...] had an impact on people‘s willingness to study
Welsh” (Jones, 2005 as quoted in Newcombe, 2007:94). This was confirmed by the fact that
—-almost one in four people with children in the household” were studying or would one day
want to learn Welsh, in comparison with —ene in six of those without children” (Newcombe,
2007:94). It was further recounted that majority of the learners interviewed on the reasons
for learning Welsh showed that they wanted to command the language so that they could
—support their children, helping them with their school work and being able to discuss

progress with teachers” (Newcombe, 2007:94).

Another study by Her Majesty‘s Inspectors as quoted in Newcombe (2007:95) on motivation
for Welsh learning indicated that some students were learning it to attain specialised and
vocational credentials. Most of such learners were undertaking Welsh language classes under
the sponsorship of their employers (Newcombe, 2007:95). It is further revealed that in a study
that involved students from the Welsh Language Teaching Centre and other education
institutions in Cardiff, only two out of two hundred and eight respondents showed
instrumental factors as the main reason for learning the language (Newcombe, 2002c as
quoted in Newcombe, 2007:95). Perhaps an interesting aspect of the findings is that learners
with instrumental motives _were less likely* to maintain the use of Welsh beyond the learning

periods (Newcombe, 2007:95).

Further insights into language motivation among adult learners are offered by Igoudin (2008).
He examined the dynamics of motivation among ten migrants who were learning English at
the Long Beach City College for taking an advanced English as second language (ESL)
reading course (Igoudin, 2008). The study established that the learners decided to enrol in the
course so that they —oin the dominant language culture and community” (Igoudin, 2008:27).

Further, it was revealed that the learners’ —social identity” was the main reason in the
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decision making because —student motivation often originated in the disjuncture between the
learner‘s current and desired identities” (Igoudin, 2008:27). Learners regarded mastery of the
language as a crucial _transitional path towards integration and attainment of a desired

identity‘ (Igoudin, 2008:27).

The study findings suggested that adult learners® involvement in —-academic language
learning” was a conscious decision that originated in the students® wish to integrate and
socialize into a new community (Igoudin, 2008:27). In the study, it was illustrated that, even
though relatively significant among learners, —nstrumental reasons” seemed to be
overshadowed by —integrative ones” (Igoudin, 2008:27). Consequently, low motivation
among students who chose to learn English exclusively as an academic requirement
corresponded with their inclination for less challenging learning tasks (Igoudin, 2008). These
findings correlate with the Noels, Adrian-Taylor, & Johns‘ (1999) findings as quoted in
Igoudin (2008:31) that students of English as a second language in which English was a
prerequisite to studying other academic courses and attaining degrees were more determined

by extrinsically motived factors.

Commensurate findings were reported by Lucas & Lao (2010), who studied motivation for
foreign language learning among college students from different universities in Manila,
Philippines. It was recounted that motivation for students‘ decision to enrol in the language
programmes was academic requirement (Lucas & Lao, 2010). It was evident that most
learners who participated in the study had the requirement of being enrolled in other courses
such as —hterature in English” and other —general education curriculum subjects” such as
—-mathematics and natural sciences, humanities and social sciences”, which have —-materials
that are mostly printed and taught in English” (Lucas & Lao, 2010:17). Another factor
associated with students‘ motivation for learning English was —social environment”, in which
it was discovered that students‘ access to —western media and the internet” moved them into

learning it (Lucas & Lao, 2010:17).

Other studies have established a close relationship between language learning and socio-
cultural discourses. For instance, it has been established that most learners who learn English
as a second or foreign language do so because it is the language spoken even after class hours
(Igoudin, 2008). Therefore, the knowledge in English has been perceived necessary since it

helps individuals to function well in their daily life even when the dominant language is not
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English. For instance, in a Spanish study conducted in greater Los Angeles, it was established
that the majority of learners often used both Spanish and English when off campus, but they
used their native languages mainly within their households with family members (Igoudin,

2008:33).

Igoudin (2008) articulates that learners‘ aims in having advanced language skills extended
beyond the short term learning outcomes include more professional and occupational targets.
According to him, the majority of learners had plans to —transfer to the mainstream
curriculum to obtain an academic degree or vocational training” (Igoudin, 2008:34). One
student who responded that the reason for wanting to complete the ESL programme was —to
enter an educational programme to prepare for the job of my choice” was cited as an example
of intrinsic motivation (Igoudin, 2008:34). Yet, some learners who participated in the survey
had planned -their education goals in accordance with their professional aspirations”
(Igoudin, 2008:34). Most students showed that they learned English because they wanted to
attain —& better job in their current or different profession and expected tangible financial
benefits from it” (Igoudin, 2008:43). In view of that, one interviewee responded that, -+
wanna get a better job and I wanna learn more English because I wanna get a career”

(Igoudin, 2008:34).

In the same study, Igoudin (2008) discovered that learners who participated in the study
mentioned positive attitudes towards the English speaking community as the strongest factor
for learning English. The participants indicated that they studied the language so that they
could integrate with the dominant English speaking people and use the language (Igoudin,
2008:35). This motive correlated with —socialization in the new culture”, because learners
were eager to assimilate themselves into the dominant American culture, explicitly expressed

through the English language (Igoudin, 2008:35).

Some learners were eager to acquire advanced English language skills that would give them a
new identity accepted by the dominant members of the American society (Igoudin, 2008:35).
Learners chose to study the language because they were in awe of the Americans as people,
their culture, and the way they speak English, and thus they craved to be —part of it, whether
or not such learning was to bring them financial rewards” (Igoudin, 2008:36). Illustratively,
one participant confessed that he decided to participate in the programme because he wanted

to talk as if he —were like an American” (Igoudin, 2008:36).
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In another study conducted by Paper as quoted in Igoudin (2008:31), which involved a
sample of five hundred and eighty migrants at a civic centre managed ESL programme in
Toronto, Ontario, -Hnguistic needs, basic skills, cultural awareness, social interaction, and
résumé writing” were identified as the main factors for learning English (Igoudin, 2008:31).
It was, however, established that —age, education level, and length of residence” were
unimportant motives (Igoudin, 2008:31). Pursuant to these findings, the study recommended
the integration of —teaching of Canadian culture in the program curriculum” (Igoudin,

2008:31).

Noels, Pelletier, Clement, & Vallerand (2000) studied English psychology classes at a
French-English bilingual university. The study sample was made up of students who were
English mother tongue speakers and who used the English language most at home, and they
were learning French as a second language. In the study, they found that —ncreased
perception of freedom of choice and perceived competence were linked to more self-
determined forms of motivation” (Noels et al, 2000:76). Nevertheless, perceived less
awareness of autonomous —ehoice and perceived competence” epitomized —higher levels of
amotivation”. Further, when learners regarded their instructors as —eontrolling and as failing
to provide instructive feedback”, they were less —ntrinsically motivated” (Noels et al,

2000:76).

In another study, which involved two hundred and forty freshman college students from
different universities in Manila, Philippines, Lucas & Lao (2010) investigated freshman
students‘ motivation orientation for learning communication skills such as listening,
speaking, reading, and writing in the English as second language programme. In addition, the
study examined specific intrinsic motivational factors that helped to determine the learners*
reasons for being or not being motivated to learn the skills (Lucas & Lao, 2010). The study
generally found that Filipino the learners were intrinsically motivated to learn English as a
result of a massive contact with the language, especially through the media. Moreover, these
learners were innately inspired to the skills in English in order to accrue the tangible rewards

that the skills might bring, such as employment (Lucas & Lao, 2010).

On the same account, Bernat (2004) evaluated the forms of belief associated with language
learning among twenty jobless Vietnamese learners in a vocational ESL programme in

Sydney, Australia. The learners demonstrated that their wish to establish friendships with
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English speaking Australians was the main reason for learning the language (Bernat, 2004).
In addition, the majority of participants indicated that they decided to learn the language
because of the belief that the ability to speak English better would expand their chances of
attaining job opportunities (Bernat, 2004).

One of the exciting studies on language learning motivation was conducted by Gallagher-
Brett (2005), who examined the varying forms of language learning from sixteen to nineteen
year old learners and undergraduate students in higher education modern language
departments in Southampton. The main inspiration for Gallagher-Brett‘s study came from the
Kelly & Jones® (2003) study titled 'A new landscape for languages', in which, among other
things, they suggested that there was a need for further studies to investigate importance of

language learning (Gallagher-Brett, 2005).

Their main belief was that understanding students* language learning motivation would assist
in informing the public of the —benefits of language learning and would also provide
information which could be utilised for the purposes of curriculum development and
innovation” (Gallagher-Brett, 2005:4). Another impetus for the study was an overall appeal
for researchers to consider reasons for language learning at all levels of education. This
culminated in the general perception that absence of information on language motivation was
detrimental to the development and implementation of language curriculum in schools

(Gallagher-Brett, 2005:4).

In the UK where language learning has been branded a crisis, there is reported pervasive lack
of impetus amongst tertiary learners to study languages. A recent study reports that —sine out
of ten students choose not to continue with language study post sixteen” (The Nuffield
Languages Inquiry as quoted in Gallagher-Brett, 2005:5). Consequently, while the higher
learning sector is experiencing overall growth in the country, language departments in
various universities face the challenge of low student enrolment in their programmes
(Gallagher-Brett, 2005:5). For instance, Kelly & Jones (2003) as quoted in Gallagher-Brett
(2005:5) established that there was a significant decrease in applicants for 4anguage degrees”

at the estimated rate of four to five-percent per annum over the last ten years.

Further reports in the UK show that the number of learners taking general certificate of

secondary education (GCSE) and advanced level examinations in languages is plummeting
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and there is no sign that the situation will change for the better (Gallagher-Brett, 2005:5).
Thus, the study to establish motives among students for language learning was critical. From
the study, Gallagher-Brett (2005) claimed that there were astoundingly seven hundred
reasons for learning languages. The reasons were conflated into seven broader categories as

follows:

(a) Individual benefits of language learning

The large number of students admitted that studying a language brought them the individual
benefits, such as intercommunication, travelling, employment and pleasure (Gallagher-Brett,
2005). These factors were cited by respondents to the question —why are you studying a
language” (Gallagher-Brett, 2005:26). Specifically, most learners claimed to be inspired,
firstly, by factors of personal gratification and next by motives associated with employment
(Gallagher-Brett, 2005:26). The general impression generated by the majority of the students
was that they were self-assured that language learning would contribute to —their future

personal and professional lives” (Gallagher-Brett, 2005:26).

(b) Language learning is fun

The majority of students who were learning languages at —-post-compulsory settings find them
enjoyable”, because they engage in the activity merely for its gratification (Gallagher-Brett,
2005). However, Gallagher-Brett, (2005) ponders —+ language learning is so intrinsically
satisfying for students in years 12 and 13, it begs the question, however, as to why

universities are facing such a crisis of recruitment” (Gallagher-Brett, 2005:26).

(c) Language potentials in attaining work related gains

Although it was not the significant reason, students often cited it as one of the factors for
learning languages (Gallagher-Brett, 2005). This aspect indicated learners® awareness of the
role of languages in the job market (Gallagher-Brett, 2005). The learners‘ perceptions
towards —vocational usefulness of languages” are justifiable since, globally, language skills

are one of the important determinants of a good job candidacy (Gallagher-Brett, 2005:27).

d) A belief languages promote better inter-relationships both individually and socially
Most learners had a view that mastery of a language facilitates individuals and societies to
have better understanding of each other and have and maintain mutual relationships

(Gallagher-Brett, 2005). Respondents indicated that lack of language proficiency would often
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result in narrow-mindedness (Gallagher-Brett, 2005). This aspect suggested learners
awareness not only of individual and social but also _global importance of languages® in

enhancing and sustaining relationships among people (Gallagher-Brett, 2005:27).

(e) The planned benefits of language learning in the contexts of the United Kingdom
and European Union

Most students did not know the significance of language learning in relation to the political

and economic security of the UK and EU regions (Gallagher-Brett, 2005). Whereas students

were most likely to opt to learn languages for individual reasons, the results from the study

suggested that the national governments‘ language strategies might not be known or

understood by most students (Gallagher-Brett, 2005:28).

(f) Interest in learning about the culture of the target language community
Understanding other people‘s cultures emerged as one of the strongest reasons for language
learning among students (Gallagher-Brett, 2005). Respondents professed their awareness of
how important was knowing and appreciating the cultures of other people (Gallagher-Brett,
2005:28). In addition, <focus group participants stressed how much they enjoyed the study of
related subjects such as history, geography and politics along with the language” (Gallagher-
Brett, 2005:28).

(g) Experienced success and perceived difficulty in language learning

The previous success, being good at languages, and easiness of language learning emerged as
explicit motives for language learning (Gallagher-Brett, 2005). Some students indicated that
they were relishing —the challenge of language learning” because they were achieving high

marks compared to other subjects (Gallagher-Brett, 2005:28).

Similar study on language learning motivation was conducted by Jordan (2015) in six
nations—France, Germany, the United Kingdom, Spain, Italy, and the United States of
America—to establish motivation for individuals to study various languages, from which
three categories of factors were established. It was revealed that the majority respondents
cited a desire to communicate well with new people when travelling overseas. This category
of responses was closely followed by people who studied languages just because they wanted

to speak other languages (Jordan, 2015).
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The last category was composed of individuals who wanted to learn languages for health
reasons as it has been claimed that knowing other languages enhances one‘s mental fitness
(Jordan, 2015). It has been pointed out that recent studies have established that when
languages are learned as a special programme to train the brain, there is a drastic increase in
mental health. This is because when people speak other languages rather than their own first
languages their perceptive functioning and listening skills improve, which as result might

assist in deferring the beginning of the —-dementia in old age” (Jordan, 2015; Wong, 2013).

Glynn (2012) investigated factors that related to the low enrolment and retention of African-
American learners in foreign language programmes at high school level in the US. The
specific objective of the study was the exploration of how African-American students®
foreign language enrolment and experiences could be enhanced. The six factors that were

identified were:

(a) African-American students’ socio-economic status

It was found that many African-American students came from families with unsustainable
income, which in turn affected their choices in foreign language enrolment (Glynn, 2012).
This is because enrolling in foreign language classes had additional financial implications for
the families (Glynn, 2012). Coupled with the belief that conformist foreign language learning
does not render quick outcomes, students and parents from poor families did not see why they
should invest a treasured portion of their little money into such endeavours (Glynn, 2012;

Reagan & Osborn, 2002).

(b) Weak cultural identity among African-American students

This aspect negatively impacted the student enrolment and retention in foreign language
study. Instructors who participated in the study thought that —& weak cultural identity among
African-American students” negatively affected their enrolment and retention in foreign
language programmes (Glynn, 2012). This is because it was problematic for most African-
American students to establish the usefulness of —earning about another language and
culture” (Glynn, 2012:166). It is claimed that the history of slavery that hit hard African-
Americans in the US culminated in _the loss of their cultural identity* (Glynn, 2012:166).
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Consequently, —African-American students struggle to identify with languages and cultures to
which they do have a connection, but are unable to see it” (Kincheloe, 2004, as quoted in
Glynn, 2012:166). The intricacy of establishing a connection between language and culture

facing most African-American students in the education system in the US is articulated thus:

The motivation of heritage language learners in post-secondary programs is
often quite different from that of traditional foreign language learners. Many
are dealing with deeply felt issues of identity, struggling to understand their
relationship to their home culture and language, mainstream America, and
perhaps other groups as well (Kono & McGinnis, 2001, as quoted in
Husseinali, 2006:396).

In addition, the majority of the instructors who participated in Glynn‘s study had a view that
—ack of a connection to the concepts of language and culture” was a strong factor hindering
African-American learners from joining in or progressing with foreign language learning
(Glynn (2012:164). Conversely, Glynn (2012:165) quotes Ogbu to assert that —voluntary
immigrants”, such as the Asian-American learners, demonstrated much stronger cultural
identities, which created —more confidence in their ability to succeed academically when

compared to involuntary immigrants like the African-American students”.

(c) African-American students’ external influences

The study established that some African-American student enrolment in foreign language
study was hampered by their involvement in non-school activities (Glynn, 2012). It was
revealed that many African-American students had significantly been affected by _drugs and
gangs, making it difficult for them to see a future for themselves that involves education

(Glynn, 2012:169).

(d) African-American students had a negative attitude toward education

It was discovered in the study that African-American learners had other interests, which are
different from foreign language study. Some of the Asian-American students interviewed in
the study stated that the African-American learners did not have a strong desire to learn and
succeed (Glynn, 2012). Also, it was reported that most of the African-American learners were
weak even in English skills. Thus, for them studying additional language while still
struggling to improve their already poor English language seemed to be too problematic

(Glynn, 2012:176).
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(e) African-American students felt uncomfortable in foreign language learning classes
mostly full of white learners

For most African-American students to succeed in foreign language would be perceived as

_acting white® (Glynn, 2012:176). Such a feeling often discourages their —nitial or continued

foreign language enrolment” (Glynn, 2012:176). It was revealed that dominance of whites in

schools was a detriment to most African-American students because the feelings of racism

among each other were high and in most cases African-American were on the receiving end

(Glynn, 2012:176).

(f) Overall race-based school population imbalance

Overall, the number of African-American students in schools is very low (Glynn, 2012). The
number of African-American students in most schools surveyed was relatively low. This was
a true reflection of the perception of education issues among learners of this race (Glynn,
2012:174). Apart from these specific reasons that particularly affected African-American
students, Glynn (2012) identified several overall factors for foreign language learning. Unlike
the African-American and Latino students, most white learners in the study confessed that
attaining the college entrance prerequisite was the main reason for enrolling in the foreign
language programmes. For instance, one participant was quoted stating, =-just wanted to take
the minimum and get out. I don‘t like it” (Glynn, 2012:108). Such a perception had become
predominant among students in different other studies, in which foreign language learning
has been perceived as just a roadblock that, in order for the students to reach their desired

academic destination, must be crossed (Glynn, 2012; Reagan & Osborn, 2002).

Foreign language knowledge was also associated with the provision of better and wider
chances of employment. Most students believed that —proficiency in a foreign language”
helps in expanding individuals® chances of obtaining job opportunities and better salaries in
the workplaces (Bagnato; Ezarik as quoted in Glynn, 2012:109). For instance, one student
reported that she enrolled in a foreign language because she wanted to become a —translator”;
others wanted to work in the healthcare sector; while others wanted to study medicine, the

fields in which knowledge in a foreign language is an added advantage (Glynn, 2012:109).

It was further discovered that even those students who did not plan to engage in further
language learning still thought that the knowledge in a foreign language could be very useful

in the job market in the future (Glynn, 2012:109). Other studies have also yielded similar
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results in which students felt that knowledge in other languages and cultures would

eventually positively influence their chances to strongly compete in the job markets.

Social status and language empathy were also revealed to be the factors for students® decision
to learn the foreign languages in the study. For instance, student participants of different
ethnic backgrounds recounted that their belief that Spanish was a widespread language in
their local communities acted as a motivator for their involvement in the programme (Glynn,
2012). It is reported, for example, that —five of the 10 lower level Asian-American students”
in the urban school involved in the study stated that —they enrolled in Spanish to be able to
speak with and understand their Latino friends” (Glynn, 2012:111). Also, some —arban
African-American and East African students” indicated that since —the Latino students often
used Spanish to communicate with each other”, their knowledge in Spanish was necessary for

them to be able to befriend and intermingle with the Latinos (Glynn, 2012:111).

In addition, social interaction and foreign language as a secret code was recorded to be
among the strong motivators in students‘ choice for foreign language learning. It was
revealed that some students wanted to acquire language skills that were unique and confined
to some number of people in the community (Glynn, 2012). For instance, some learners
commented that they found it enjoyable —to be able to communicate with a friend in Spanish
in front of non-Spanish speakers”, particularly when —they want to leave others out of their
conversation” (Glynn, 2012:113). For example, in a study on an immersion language
programme, learners admitted that students use the target language as a secret language or as
a code with their friends, a tendency which resulted in improved desire to persist in studying

the target language (Wesely as quoted in Glynn, 2012:113).

Interestingly, some students indicated that their motive to learn foreign languages was based
on the desire to help members of the community who did not speak the dominant language.
This aspect was predominant, for instance, among heritage learners who stated that studying
Spanish provided them with an opportunity to assist other members of their communities who
were not fluent in English by taking the role of interpreters or translators (Glynn, 2012:113).
Most white learners who participated in the survey indicated that assisting individuals who
did not have sufficient English proficiency was crucial and made them develop language
—empathy” through learning Spanish. Jackson & Malone as quoted in Glynn (2012:113)

maintained that —the students” ability and desire to use Spanish in their own communities is
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noteworthy as the empathy demonstrated by both the Latino and white students and their

willingness to assist immigrants is necessary for the future of the United States®.

With regard to social status as embedded in foreign language learning, the study revealed that
the desire to identify with the language that has superior status in the society was another
motivator for students‘ choice to learn it. For instance, one of the Spanish instructors who
participated in the study revealed that Hmong' parents had a tendency to prevent their
offspring from learning Spanish and instead encouraged them to study French (Glynn, 2012).
This was because _within the community, the Hmong parents wanted to maintain a social
status that is superior among Latinos, and they perceived French as a higher status language

than Spanish® (Glynn, 2012:112).

Interestingly, however, recently the same Hmong parents have started to encourage their
children to learn Spanish as a way of sustaining their family businesses (Glynn, 2012. This is
a result of an increased commercial engagement between the Hmong and the Latinos (Glynn,
2012). Consequently, the number of Hmong, who learn Spanish has drastically increased in

schools in recent years (Glynn, 2012:112).

Other scholars have also underscored the significance of social influence in understanding
people‘s decision to engage in a study and apply different resulting skills and knowledge such
as second languages. It is theorized that —motivation and attitudes” are not constructs to be
_idalized and decontextualized‘, rather both are founded —n the context of enduring
influences from specific affective, historical, social, political and geographical factors”
(Dewaele, 2009:172). Such constructs often tend to swiftly change as a result of various
social or natural phenomena such as civil unrests or migratory incidences. Within these
phenomena, a novel linguistic pattern may unexpectedly arise within —the local linguistic
landscape and become associated with a particular style of music or activity” (Dewaele,

2009:172).

The role of parents and other family members in students® choice for language learning has

also been identified as a prominent factor, even if it does not relate to social status. According

' Hmong is an ethnic group that has its origins in the mountainous areas of the south Asia such as Thailand,
Vietnam, China, and Laos now forming one of the minority communities in the US.
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to Glynn (2012), the study established that quite a few students mentioned that their decision
to enrol in the foreign language programmes was somehow influenced by their close family
members and friends. Learners often indicated that they drew inspiration and encouragement
from their family members and friends for choosing to learn the foreign language, though

they were not coerced to do so (Glynn, 2012:118).

In another study, Bao & Lee (2012:1) investigated how personality, motivation, and language
attitudes of —the students of the commonly taught languages and the less commonly taught
languages in US” institutions of higher education impacted foreign language learning.
Among other things, they noted that in the US various departments of the institutions of
higher learning demand learners to enrol in —three-to-four semesters of foreign language
courses in addition to their high school foreign language background” (Bao & Lee, 2012:1).
Consequently, learners enrol in these programmes with a variety of aims such as meeting
academic —tanguage requirements, learning about other cultures, communicating with non-

English speaking countries, [and] facilitating career planning” (Bao & Lee, 2012:1).

Focussing on women, Nawaz (2009) studied motivation to learn the English language among
Arab women in Halifax, Nova Scotia, Canada. In the study, it was found that women from
Arabic speaking backgrounds tended to begin language learning for integration, but later on
developed positive attitudes towards language learning as instrumental goals that ranged from
seeking a job, going back to school, and starting a small home business (Nawaz, 2009). These
findings were interpreted as a redefinition of the word —ntegration”, in the sense that it
entails not only the ability to communicate but also to be a productive part of the society
(Nawaz, 2009:60). The shift or fluctuation of types of motivation has also been reported in

other studies.

For instance, Ueno (2005) investigated learners‘ motivation among LCTL students in the US
higher learning institutions and found that — changed over time” (Ueno, 2005:3). The report
showed that learners initial motivation for learning the target LCTLs was —their attraction to
an uncommon language and challenge to learn the language” (Ueno, 2005:3). However,
-ever time students became intrinsically motivated and obtained a sense of satisfaction and

pleasure in learning the language” (Ueno, 2005:3).
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In the study conducted by El-Dash (2001) as quoted in Obeidat (2005:4), it was evident that
there were different patterns of reasons for second language learning between learners from
South America and those from North America. Apparently, for most South American
students, language learning was mostly instrumentally motivated. In other words, the major
factors that encouraged South American learners to study second languages were the desire to
fulfil work related values, achieve social and community acceptance, as well as personal
satisfaction (Obeidat, 2005). On the contrary, for those from North America, language
learning was mostly motivated by material gains, such as to fulfil academic requirements or

attain employment or job promotion (Obeidat, 2005).

Klomegah (2013) provides an interesting reflection on the foreign language learning
motivation among Africans. He maintains that learning of foreign languages, such as Arabic,
Dutch, Portuguese, and Spanish and in recent years, the Chinese language, has long been a
part of Africans® lives (Klomegah, 2013). This has particularly been crucial among Aftricans
who wished to interact with foreign nationals while they were in their own countries or those
who wanted to go overseas (Klomegah, 2013). It is maintained that many people in Africa
favour to learn foreign languages in order to have seamless involvement in regional and
international events such as commerce and education so that they can enhance their own
living as well as interact with people of other parts of the world (Klomegah, 2013). Thus, it is
claimed that because many Africans are more socially and economically connected to nations
such as the United Kingdom, the United States, France and China, most would strive to

master these nations® respective languages (Klomegah, 2013).

In discussing factors that impact teaching and learning of Russian language among Africans,
Klomegah (2013) identifies less attraction in relation to the economic opportunities as well as
communist political ideologies as the main issues that demotivate Africans. In addition,
Klomegah (2013) notes that the Russian government‘s reduced association with Africa in
terms of education, infrastructure, agriculture, and technology offers Africans with fewer
motives to learn the Russian language. For instance, Shatilov Andrei, a deputy director at the
Saint Petersburg State University, was quoted as admitting that —the interest in the Russian
language among Africans is steadily ceasing mainly for economic related factors”

(Klomegah, 2013).
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It is elaborated that during the Soviet Union rule, people from Africa were given full
scholarships or grants by the government for them to learn the Russian language (Klomegah,
2013). However, now Africans intending to study the Russian language have to cover all
financial costs attached to the learning on their own (Klomegah, 2013). This is apparently
difficult considering the limited resources available in Africa because of poverty. As such,
students find little incentive in learning the language that will hardly be applicable pursuant

to their life endeavours (Klomegah, 2013).

Therefore, Africans experience less influence of Russia as a state on their continent in
comparison with some other nations such as the giant Asian nations like China, South Korea,
and Japan. As result, Africans would favour to learn languages of other nations, which afford
them surmountable economic prospects and socio-political ideologies congruent to their
nationalities (Klomegah, 2013). To attest his perspective, Klomegah (2013) depicts the
Chinese language as a typical example of how a nation‘s economic power could induce
individuals to learn the target language. He proclaims that since China started refocusing its
economic policy towards Africa, many Africans are now learning the language in anticipation

of reaping the economic advantages presented by China (Klomegah, 2013).

Steve McDonald, a director for the Africa Program and Project on Leadership and Building
State Capacity at the Wilson Centre in the United States, cited the negative attitude most
Africans hold towards the Russian language as among the factors that prevent Africans from
wanting to learn the Russian language (Klomegah, 2013). According to him, most freedom
fighters from southern African countries who were being trained in Russia reported
discrimination from the Russian society (Klomegah, 2013). It is thought thus that their
perceptions might have spread to the younger generations who would not wish to subject

themselves to such social partiality and oppression.

2.5 Studies on Asian language learning motivation

Among languages that have received much attention in relation to language learning
motivation in recent years are Asian languages. The horror event of the 9/11 and the activities
that unfolded in the aftermath have aroused much curiosity in foreign language learning, and
Arabic has in particular dominated the trend in the US (Abuhakema, 2012; Temples, 2010;
Husseinali, 2006; Winke & Weger-Guntharp, 2006). As a result, it is maintained that Arabic

is among the —fastest growing less commonly taught languages in the American schools and

67



universities” (Abuhakema, 2012:74). According to the Modern Language Association
(MLA), the Arabic classes in the undergraduate and graduate programmes have the —argest
percentage (46.3) and it became the eighth most studied language in the US” (Abuhakema,
2012:74). Consequently, there is a sudden increase in studies to establish particular factors

for students‘ decision to learn it and other Asian languages.

For instance, Abuhakema (2012) conducted a study to establish heritage and non-heritage
language students‘ beliefs, attitudes, and perceptions towards the Arabic language. In the

study, various reasons were established, which included:

a)  Some learners decided to learn Arabic because they —wanted to pursue a military or
diplomatic career” (Abuhakema, 2012:74). According to these learners, the Arabic
language provided them with a strong qualification to achieve their dreams.

b)  Islamic religion and Arabic culture were other factors that influenced some students*
choice to enrol in the Arabic language classes. This is obvious because, in most cases,
the Islamic religion is still practised through the Arabic language worldwide.
Therefore, proficiency in the Arabic language provides an individual with the
capability to understand most of Islamic religious teachings and prayers through
reading of the Quran.

¢) Some learners indicated that they decided to enrol in Arabic language class just
because they adored the language.

d)  Some students indicated that learning the Arabic language was aimed at acquiring
advanced —evels of proficiency that would allow them to function more appropriately
and effectively in professional settings” (Abuhakema, 2012:74).

e)  There were also students who wanted to learn Arabic because of its connection to their
ancestral ties. These were identified as heritage learners, and their immediate objective
for learning the language was a desire to be able to speak a language of their

forefathers (Abuhakema, 2012).

Also, Bakar, Sulaiman, & Rafaai (2010) studied the motivating factors among Muslim
learners of Arabic origin in universities in Malaysia, where Arabic is a compulsory subject.
Most learners showed that Islamic religion was the main factor for learning Arabic, because it
is the sacred language of the religion (Bakar et al., 2010). So, learners wanted to learn Arabic

to become good Muslims. Therefore, it was summed up that the Muslim students® introjected
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and identified regulation were so intensely influenced by the Islam. Also, the spiritual factors

with extrinsic origins were deeply internalized by these students (Bakar et al., 2010:79).

Similar findings were reported by Belnap (2006) that American students of Arab-Islamic
roots learned the Arabic language because they wanted to become better Muslims. In the
study in which the aim was to establish the profile of students of Arabic origin within
institutions of higher learning in the U.S, it was evident that the social milieu, which includes
parents, family, teachers and other ritual institutions in the society, had an important role to
play in the internalization of a variety of factors in language learning among students
(Belnap, 2006). These findings are concomitant with the earlier findings by Gardner &
Lambert (1972), Gardner (1985) and Deci et al. (1991), which emphasised the role of the

social contexts in the internalization of various human behaviours.

Husseinali (2006) investigated the initial motivation of learners of Arabic as a foreign
language at a major university. In the study, it was found that most participants decided to
learn Arabic as a foreign language so as to understand —the politics of the Arab world and the
Middle East” (Husseinali, 2006:402), as well as comprehending problems that face Arabs in
general. Some learners indicated that they decided to learn Arabic as a foreign language
because of its potential in the job market. In this group, it was found that most of them were

non-heritage learners whose background would not necessarily be Arabic (Husseinali, 2006).

Conversely, some heritage-learners indicated that the reason for studying Arabic as a foreign
language was an inherent interest in a language they perceived to be their own (Husseinali,
2006). It is commented that these findings were not astounding because virtually all Islam
believers use Arabic to recite the Quran verses as well as using —Arabic expressions in their
daily lives” (Husseinali, 2006:403). The most interesting aspect of these findings is that the
-majority of heritage learners were non-Arabs”, a fact which suggested that —son-Arab
Muslims identify with certain aspects of Arab culture”, and therefore they strive to learn the
Arabic language so that they understand more about Arabic culture and the Islamic religion

(Husseinali, 2006:404).

Another study in the same theme was conducted by Winke & Weger-Guntharp (2006) who
examined the reasons for students in the U.S. to learn Arabic at the college level. Among

others, they found eleven categories of reasons as the main motivation. These reasons were
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related to employment, cultural understanding, personal enjoyment/curiosity, religious
inclination, academic requirements and achievement, desire to travel or live abroad where
Arabic is the dominant language, linguistics related aspects, family ties, political/military
ambitions, humanitarian reasons, and others (Winke & Weger-Guntharp, 2006). Their
conclusion in relation to these factors was that the students displayed both integrative and

instrumental motivation for learning the Arabic language.

Obeidat (2005) investigated Malaysian students® attitudes towards Arabic and the impact it
has on their language and cultural identity. The study also explored attitudes toward the
factors that had influenced students‘ decision to study the Arabic language, as well as
attitudes toward courses they intended to take on the language (Obeidat, 2005). The results
revealed, among others, that the learners were more disposed to bilingualism and that they
were more innately inspired to study Arabic as a second language (Obeidat, 2005). The
findings suggested further that the learners were more interested in studying the language so
as to identify with the language itself rather than aiming at material gains that come from the

mastery of the language (Obeidat, 2005).

Regarding other Asian languages, Damron & Forsyth (2012) studied, among other aspects,
the US university students‘ motivation for learning Korean. It was found that an initial

motivation for registering in the language programme included students‘ desire to:

a) Relink with their ancestral ties.

b) Interact with family members, such as parents and grandparents, or significant
others.

c) Fulfil general academic or graduation requirements.

d) Appease interests in arts and culture, such as inspiration in a particular pop culture,
the media, and other categories of knowledge.

e) Submission to a suggestion or persuasion from friends or colleagues.

f) Pacify inherent interests in language learning for the sake of language study itself.

g) Fulfil a belief that language learning would enhance prospective career and job

opportunities (Damron & Forsyth, 2012:163).

Furthermore, it was established that students enrolled in Korean language courses because

they perceived language learning to be a proper groundwork for advanced studies and
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academic work, such as for comparative literature, history, linguistics, or area studies
(Damron & Forsyth, 2012:164). In addition, some students indicated that they chose to
engage in the programme because language appeared to be virtually essential based on its
usefulness in terms of communication skills (Damron & Forsyth, 2012). Enhancement of
-ene‘s own personal culture through the study of the literature and philosophy of other people
and/or to increase one‘s understanding and appreciation of another culture” was also cited as

one of the reasons for the choice of the language (Damron & Forsyth (2012:163).

In another study, Gonzales (2011) investigated the extent of the variation of motivational
orientations among learners in foreign language learning in Metro Manila Philippines. The
results, among others, exhibited that Filipinos studied foreign languages because they wanted
to —eommunicate and affiliate with foreigners” (Gonzales, 2011:25). In addition, it was
established that Filipinos learned foreign language for occupation and financial development
(Gonzales, 2011). This was interpreted that Filipinos went into foreign language learning with
a clearly well-defined objective, which was to —have better careers and more opportunities for
economic enhancement in the future and in the process being able to communicate and
understand the culture of the target language community” (Gonzales, 2011:25). In his earlier
study, which investigated the motives behind learners* decision to study Japanese as a foreign
language at various institutions of higher learning in the Metro Manila, Philippines, Gonzales
(1998) found commensurate results, wherein it was established that Filipino students learned the

Japanese language to fulfil instrumental motives.

In the same area of Asian languages, Matsumoto (2009) examined manifestation of variation
of motivation or attitudes within one semester among learners at three institutions of higher
learning, namely the University of Queensland, Griffith University, and Bond University.
Particularly, the study aimed at establishing learners‘ motives for continuing to learn
Japanese language at the higher learning level (Matsumoto, 2009). As a result, it was
established that learners were motivated by the desire to gratify Japanese cultural interests,
particularly among learners with a western background (Matsumoto, 2009). It was also
learned that even students whose initial motivation was business subsequently abandoned this
motive and refocused on the Japanese culture, as a result of supposedly Japanese language

learning difficulty (Matsumoto, 2009).
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Nunn (2008) explored the influence of —seven motivational factors” namely —heritage-related
motivation, parental aspiration, intrinsic motivation, self-efficacy, effort, goal specificity, and
goal strategy” on learning Japanese as a foreign language at high school level in the US.
Expectedly, —heritage-related reasons (e.g., It is my heritage language, and I would like to
converse with my immediate family and relatives)” scored high among the factors for
Japanese learning (Nunn, 2008:479). It was also found in the study that positive —parental
attitudes” towards the Japanese language was the main drive behind learners® decision to
enrol in the language classes, as they perceived learning the language the only way to

reconnect with their children‘s ancestral identity (Nunn, 2008:479).

Again, Kennett (2003) investigated motives among Australians studying Japanese as a
foreign language at tertiary education. The study found that —& positive effect of investment
capitalisation” was the main reason for students to decide to enrol in Japanese classes
(Kennett, 2003:368). This factor also was significant when it came to persistence in the
learning activity, as there was high determination among successful students to continue with
the learning and preserve the proficiency they had achieved beyond the schooling period

(Kennett, 2003:368).

Wen (1997) examined the relationships that existed between students‘ cultural and
motivational implications among learners from Asia studying Chinese as a foreign language
at various institutions of higher learning in the US. The study focussed on identifying two
kinds of motivation, which were primary and secondary motives. The primary motives
entailed learners® initial reason for choosing to learn the Chinese language, while secondary
motives entailed learners‘ reasons for persisting in the learning activity throughout the
programme (Wen, 1997). Among other reasons, the study discovered that dropout learners
had experienced a wide difference between what they initially expected of the learning
activity and what actually was happening in the programme for them to learn and attain

proficiency of the language (Wen, 1997).

What can be reiterated in this section is that the list of language learning motivation studies in
Asian languages is overwhelming and unexhaustive. Suffice it to say that there is clearly _a
lag behind‘ on this area when African languages are taken into consideration. It is against this
gap that this study draws its significance and thus it is thought to be worthwhile as a case to

be empirically studied.
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2.6 Studies on general educational choices

Education and training are both intangible and, usually, very long term in
their delivery of benefit. A young person choosing whether to go to college,
for example, may want to know how much additional income is generated
throughout his or her life by spending longer in education. Becker (1975)
argues that an important factor increasing the difficulty of anticipating this
rate of return is that the return is collected over a very long time (Foskett &
Hemsley-Brown, 2002:29).

This section reviews various theoretical and conceptual constructs that explain students®
general education choices. Particular emphasis is given to aspects that influence students®
decisions for choosing to engage in higher learning activities. It is argued that the aspect of
education choice and decision making has been extensively researched and yielded abundant
literature, especially from the 1990s (Foskett & Hemsley-Brown, 2002). As a result, —there is
now a sound theoretical and evidence-based foundation” for ascertaining various choice and
decision making practices (Foskett & Hemsley-Brown, 2002:vii). It is argued, however, that
within this vigorous context, _taditional economic rational models‘ are often preferred in
making —-assumptions about the processes involved in the choice decision” (Foskett &

Hemsley-Brown, 2002:vit).

Thus, in view of these frameworks, within various fields, be it -business and trade involving
goods and services, or in community and public sector fields, or within the bounds of an
individual‘s personal life”, the choices and the decision-making processes are hinged on the

four fundamental precepts which propose that people will always:

a) Strive to increase returns from the —ehoices they make”, i.e. —utility maximisation™.
b) -—Make choices that are entirely based on self-interest”.

c) Make —ehoices” after a sprocess of vigilant information collection” and

d) Make choices through the process of alternative considerations which is fully logical

(Foskett & Hemsley-Brown, 2002:29).

Due to their direct relevance to the education choice and decision making, utility

maximization and self-interest are discussed below.
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(a) Utility maximisation

People‘s personal decisions on educational —atility maximisation” are often grounded on the
beliefs inferred from previous proof of the —benefits of education and training, yet the past is
not necessarily a good predictor of the future” (Foskett & Hemsley-Brown, 2002:30). Since
youth are often the main —ehoosers” in the educational —decision-making process”, they are in
most cases faced by ignorance regarding the interface between —education and labour
markets”, and thus are vulnerable to making uninformed choices (Foskett & Hemsley-Brown,
2002:30). This is because the decisions they are expected to make are from the very
—-education process they are yet to undertake” (Foskett & Hemsley-Brown, 2002:30).
Consequently, parental guidance becomes dependable in —the choice process” and it is thus
-more likely to be based on historical evidence of utility from those parents’ own

experiences” (Foskett & Hemsley-Brown, 2002:30).

To complicate the matter, it is asserted that many learners are not adequately informed on
employment indicators to enable them make sounder decisions about what and the amount of
learning to ingest (Johnes, 1993 as quoted in Foskett & Hemsley-Brown, 2002:30). This is
because —abour market signals do not feed through into the demand for education” (Johnes
as quoted in Foskett & Hemsley-Brown, 2001:30). As result, most learners do not initially
attach too much significance to the monetary gains from what they want to study if contrasted
with the significance they allot to other issues like subject curiosity and individual
gratification (Johnes, 1993 as quoted in Foskett & Hemsley-Brown, 2002:30). Given this

situation, it is advocated indeed that:

The choices that young people make in education and training markets are
not detached from those they are making about all the other components of
their lives, and the need to make other choices that relate to more basic needs
in Maslow‘s hierarchy may militate against _high order‘ motivations for
choices about education pathways. (Foskett & Hemsley-Brown, 2002:32).

Considering its intricacy, it is necessary to view the aspect of decision making in education
beyond mere financial aspects in order to understand how education and training market
choices occur among youth (Foskett & Hemsley-Brown, 2002:32). As an alternative
approach, Foskett & Hemsley-Brown (2002:32) propose the —social motivations” approach
towards educational choices. This approach provides an opportunity to recognize the role of

significant others such as parents, because they often tend to influence the process through
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The relevance of Maslow‘s needs in explaining educational and training choices differs
greatly depending on various aspects and contexts (Foskett & Hemsley-Brown, 2002). The
prospective students and their parents® stages in the hierarchy at the time of decision making
about education are critical (Foskett & Hemsley-Brown, 2002). For instance, for those who
have reached the stage of self-actualisation, that is —-those who have achieved a measure of
satisfaction in terms of the first four essential needs”, might be -#mmune to marketing
techniques and have a very clear view of what it is they want, and want to do” (Baker quoted
in Foskett & Hemsley-Brown, 2002:32). Nonetheless, parents and their children who are
battling to attain _basic physiological, safety and love needs may approach their decisions in a
way which satisfies their self-esteem, for example, rather than their need for self-

actualisation‘ (Foskett & Hemsley-Brown, 2002:32).

Maslow‘s framework stresses the significance of —both economic and social motivators in
decision-making” (Foskett & Hemsley-Brown, 2002). In line with this, Veblen is quoted in
Foskett & Hemsley-Brown (2002:32) emphasising that —social class characteristics and social
relationships” are important features that affect individual behaviours related to needs and
choices. In his model, however, Veblen claimed that -many choices, including purchases,
were not motivated by needs as much as by a concern for social status and prestige” (Foskett

& Hemsley-Brown, 2002:32).

It is asserted that, within educational settings, the recognition that education decision making
is not a peculiar and an isolated construct is critical because it sheds light on the fact that
education might, from an economic point of view, be a —-positional good, whose value lies in
the enhanced status and prestige that accompanies its possession” (Foskett & Hemsley-
Brown, 2002:32). It is further problematized that extensive —mobility between social groups
and social class” makes it even harder to consider economic potential as a —eliable predictor”
of educational choices (Baker as quoted in Foskett & Hemsley-Brown, 2002:32). Thus,
according to this perspective, it is wrong to think that individuals always use financial gains

as the main determinant of education choices and decisions.

However, there is widespread support for the idea that financial gain plays a major role in the
education decision making process. In articulating motivation for Afro-Americans® choices
for college education, Freeman (2005) considers that even though often educators tend to

neglect the role of learners‘ economic expectations regarding higher education choice
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decisions, numerous studies (Anderson & Hearn, 1992; Hearn, 1991 as quoted in Freeman,
2005:41) exhibit that it is actually the main motivator among youth and the parents (Freeman,

2005:41).

Specifically, parents are reported to be more than anything concerned with —the return on
their investment” bearing in mind —the high cost of attending higher education” (Freeman,
2005:41) in recent times. White (2007) investigated decision-making behaviours during the
transitional period among youth, who were about to finish their mandatory education i