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ABSTRACT 

This study explored parents‟ and teachers‟ conception in the use of first language in 

child‟s development of pre-reading literacy skills in Tanzania. The study was 

conducted in 6 public pre-primary classes in Geita District involving 20 parents (9 

males and 11 females) and 12 teachers (5 males and 7 females). The study sampled 

parents conveniently, while pre-primary teachers were purposely sampled. Further, 

the study employed collective or multiple case study design underpinned by a 

qualitative approach. To accomplish the study objectives, semi structured interview, 

FGD and observation were employed in data gathering. The data were analysed 

based on the themes and resulted into the emergence of different sub-themes. 

The findings reveal that both parents and teachers conceived L1 as mother tongue, a 

language acquired from birth, and which stands as a cultural identity. Further, both 

believed that L1 has a significant contribution in child‟s development of pre-reading 

skills. Furthermore, the findings established that the participants held varied 

conceptions regarding the use of L1 in teaching at pre-primary level. More 

importantly, the findings revealed that participants held varied conceptions regarding 

how L1 could be used in teaching. Nevertheless, the findings revealed that classes 

that constituted majority of L1 learners were characterised by hard of learning, 

communication barrier and inactive learning climate. The study concludes that, 

though stakeholders were aware of crucial role of L1, the majority of study 

participants did not recommend for its use. Further, few study participants 

recommended for code mixing in teaching at pre-primary level. More importantly, 

L1 learners experiences hard of learning, challenge in communication, and inactive 

engagement during teaching and learning. The study recommends for popularisation 

of Kiswahili due to prevalence of diverse ethnic languages in Tanzania. 
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CHAPTER ONE 

BACKGROUND TO THE PROBLEM 

1.0 Introduction 

This chapter presents the background to the problem, problem statement, objectives 

of the study, and research questions. It also presents significance of the study, scope 

of the study, definition of terms, and gives chapter summary. 

1.1 Background to the Study 

While there are many factors involved in delivering quality basic education, 

language is clearly the key to communication and understanding in the classroom 

(Benson, 2004). For learners to grasp what they are being taught, or rather attain 

quality education, Trudel (2007) proposes the use of child‟s first language: a kind of 

education that is relevant to his/her environment.  

1.1.1 The Concept of First Language 

According to UNESCO (2003) the first language is described as the language that an 

individual uses for the very first time in life, that he/she uses the most in overall daily 

activities in which he/she is well versed in it and identifies him or herself as 

belonging to a specific linguistic community, then to the wider society. It is also 

referred to by Noormohamadi (2008) as the mother tongue or native language of a 

particular speech community. The first language is also abbreviated as L1 

(Noormohamadi, 2008). 

Studies have proved that children acquire linguistic and cognitive skills more readily 

in their home language (Kioko et al., 2014). Empirical evidence elsewhere on the 

evaluation of mother tongue education programmes reveals that children taught in 
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their mother tongue outperform those not taught in their mother tongue (Walter & 

Dekker, 2011). Chuo and Walter (2011) share their observation in Cameroon that 

children taught in their mother tongue (kom) performed better in multiple subjects 

than a control group who attended schools with English as the medium of instruction. 

Further, UNICEF (2011) in Vietnam observes that 68% of grade one students in a 

mother tongue programme performed excellently compared to 28% of students not 

learning in their mother tongue. Furthermore, Walter and Dekker (2011) in 

Philippines observe that, children taught in their mother tongue (Lubuagan) 

performed consistently 21% to 22% points higher than the control group (those 

taught in English and Filipino). Fafunwa, Macauley and Sokoya (1989) in Nigeria 

share their observation through the Ife experiment that the use of mother tongue 

(Yoruba) in primary education level leads to great result in permanent literacy and 

numeracy, and makes the child a better integrated and adjusted citizen in his or her 

community. 

1.1.2 The Role of First Language on Pre-Reading Skills 

One among the best predictors of educational and life-skills competency is the level 

to which a child progresses in reading (Neuman, Copple, & Bredekamp, 2000). 

Cummins (1979) presents that the primary academic task for the child is learning 

how to extract information efficiently from printed text, and subsequent educational 

progress largely depends upon how well this task is accomplished. According to 

Benson (2004), learning to read is most efficient when students know the language 

and can employ psycholinguistic guessing strategies. This means that since children 

already speak the language, they can learn to associate sounds with the symbols they 

see, thus facilitating understanding (Khan 2014). In that case, the use of a familiar 
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language to teach beginning literacy facilitates an understanding of sound-symbol or 

meaning-symbol correspondence (Benson, 2004).  

A familiar language is the one used by teachers and learners in thinking and 

interaction. It is also referred to as primary or first language, considered broadly to 

be mother tongue. First language has a considerable impact in classroom practices as 

it is known that children learn better when they are taught in a familiar language 

(Qorro, 2006; Brock-Utne, Desai, Qorro & Pitman, 2010). This situation has posed a 

great challenge to teachers during the delivery of instruction. For example, Wedin 

(2005) observes that, while nearly no teachers reported to use Runyambo in school 

(which is the native language among the Nyambo speaking community in Karagwe), 

teachers tended to use Runyambo in lower classes to ensure effective delivery of 

instruction to children.  

The use of L1 is regarded in other places like China, Vietnam, Philipines and Nigeria 

as an effective step in overcoming existing and growing disparities, ensuring 

equality, inclusive and equitable education for all. For instance, MOET (2011) in 

Vietnam, UNESCO (2008) in China, Philippines Department of Education (2012) in 

Philippines, and Federal Republic of Nigeria (2004) in Nigeria. 

Though there are empirical evidence suggesting that use of mother tongue or first 

language has promoted learning achievement in different countries, conceptions 

about its usefulness in education is varied among stakeholders. For instance some 

parents view that the use of the L1 obstructs understanding (Muthwii, 2002; Ndamba 

2008; Kioko et al. 2008; 2014). Scholars in education on the other hand, stress on the 

vitality of educating in the mother tongue. They argue (scholars) that children 
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perform better in school when the school effectively uses the mother tongue, and 

where appropriate, develops literacy in that language (Cummins, 2000; Kioko et al., 

2008; 2015; Ball, 2010; Noormohamad, 2008; Qorro, 2006; Rubagumya, 2007; 

Senkoro, 2004; 2005; UNESCO, 2011; Brock-Utne, Desai, Qorro, & Pitman, 2010). 

In developing countries, it is estimated that 221 million children enter the classroom 

unable to understand the language they are taught in (Dutcher, 2004). As a direct 

consequence, some of them are in schools struggling to understand the content and 

instruction offered to them. As a result, many drops out early due to lack of success 

and still others are not able to enrol at all (Dutcher, 2004). Literature indicates that 

low achievement in African schools is partly language-related (Rubagumya, 2003). 

Tanzania is a multilingual country with three common language groups namely; local 

languages (vernaculars), Kiswahili and English (Senkoro, 2005). It is also estimated 

that more than 120 local languages exist in Tanzania (Mosha, 2012; Brock-Utne, 

2000). Provided that the education policy advocates for the use of Kiswahili and 

English for pre-primary level (Trudel, 2016), a controversy exists over which 

language is more appropriate and at what grade level. Further, the prevalence of 

many indigenous languages in Tanzania indicates that a portion of the population is 

poorly accommodated by the language in education policy, just as Rubagumya 

(2007) reveals that up to fifteen percent (15%) of the population neither speaks 

Kiswahili nor English.     

The tension on language in education is over increasing as currently there is a 

campaign towards a harmonised East African curriculum. The underpinning 

philosophy is education for self reliance, sustainable development and good 

governance (EAC, 2014). The framework sets out agreed common aims and 
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objectives of pre-primary education, learning outcome and competencies that will be 

achieved by all learners among the member states (EAC, 2014). A point raising 

concern is how they are going to integrate young children from diverse language 

backgrounds in a common curriculum, keeping in mind that plenty of information 

exists on why children should start education in their L1 (Kioko et al., 2014).    

Heterogeneity in cultural practices prompted several studies including Mkwizu 

(2002); Mwinshekhe (2002); Rubagumya (2003); Malekela, Qorro and Senkoro 

(2004); Qorro (2005; 2006); Brock-Utne, Desai, Qorro, and Pitman (2010); Desai, 

Qorro, and Brock-Utne (2010), following the launching of the Language of 

Instruction in Tanzania and South Africa [LOITASA] project. The project aimed at 

improving the indigenous language in teaching and learning through research and 

competence building within Tanzania and South Africa (Senkoro, 2005). The project 

concludes by acknowledging that learning to read and write in a local language 

improves students‟ abilities to think critically about their own conditions and about 

the world. It proposes investment on Kiswahili as it comprises of local roots and 

widely used in public space (Desai et al., 2010). 

1.2 Problem Statement 

Currently, in Tanzania, the national curriculum for pre-primary education adopts the 

2014 education policy which emphasise on the use of Kiswahili and English in the 

delivery of instruction (Tanzania Institute of Education [TIE], 2016). The curriculum 

clearly underscores that a child should not be stigmatised because of his or her tribe, 

culture, religion, family background, special needs, gender, as well as abilities (TIE, 

2016). In practice, Kiswahili is being used in government schools, while English is 

used in private schools as languages of instruction.  
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The decision on the choice of language in education for a long time has been a great 

debate specifically to countries like Tanzania that comprise diverse language 

background. Several studies have been conducted in efforts to justify the use of 

language that is most effective in delivering quality education for all learners 

regardless of their cultural and linguistic backgrounds. For instance, Mosha (2012); 

Qorro (2004, 2006); Rubagumya (2003, 2007); Mwinshekhe (2002); Desai, Qorro 

and Brock-Utne (2010). However, there is limited understanding through studies 

which explored parents‟ and teachers‟ conceptions towards the use of L1 in child‟s 

development of pre-reading literacy skills in pre-primary education. Therefore, this 

study intended to contribute in understanding how parents and teachers conceive and 

perceive use of L1 in child‟s pre-reading literacy acquisition in Tanzania for 

knowledge sharing and informed policy decision and making. Left uninvestigated, 

debates on the use of L1 would be conducted with limited base of facts and more 

importantly, learners would continue being instructed in language they are not 

familiar.     

1.3 Objectives of the Study 

a) To explore the conceptions of parents/teachers in the use of first language in 

child‟s development of pre-reading skills. 

b) To find out how first language could be integrated to facilitate child‟s 

development of pre-reading skills. 

c) To examine the impact of first language in the classroom for child‟s 

development of pre-reading skills.  
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1.3.1 Research Questions 

a) How do stakeholders conceive the use of firs language in child‟s development 

of pre-reading skills? 

b) How could first language be integrated to facilitate child‟s development of 

pre-reading skills? 

c) What is the impact of first language in the classroom in child‟s development 

of pre-reading skills?  

1.4 Significance of the Study 

The findings from this study are expected to contribute to the body of knowledge by 

exposing the views of parents and teachers concerning the use of first language in 

child‟s development of pre-reading skills; To inform the curriculum developers on 

how to plan for better teaching and learning experiences for pre-primary school 

children with respect to language diversity in Tanzania; as well as creating awareness 

among teachers on the role played by the child‟s mother tongue to the acquisition 

and development of pre-reading literacy skills.  

1.5 Scope of the Study 

This study focused on exploring the conceptions of parents and teachers in the use of 

L1 in child‟s development of pre-reading literacy skills. The study was limited to 

parents with children at pre-primary class as well as teachers in early grades. 

1.6 Definition of Key Terms 

Conceptions: In this study, it refers to understanding or knowledge related to a given 

concept. 
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Teacher: In this study, a teacher refers to a person who has knowledge, skills and 

special trainings in teaching early childhood education 

Parent: In this study, a parent refers to a mother, father or guardian with a child 

attending pre-primary class. 

First language: In this study, first language (L1) is defined as the language that an 

individual uses for the very first time in life, that he/she uses most in overall daily 

activities, in which he/she is well versed and identifies himself/herself as belonging 

to a specific linguistic community and then to the wider society (UNESCO, 2003). 

Pre-Reading Skills: In this study, pre-reading skills is defined as the skills a child 

need in order to help him or her to become a reader. 

1.7 Chapter Summary 

This chapter has introduced the background to the problem by highlighting the 

concept of L1, the role of L1 on pre-reading skills, conceptions on L1 among parents 

and teachers, the position of L1 in classroom, the view on L1 in other countries. It 

has also presented the conceptions among parents and teachers regarding the use of 

L1. Furthermore, the linguistic situation in Tanzania has been described as well as 

the controversy and tension in decision on the appropriate language of instruction. 

More significantly, the chapter has also exposed the research gape as well as specific 

purposes of the study. 
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CHAPTER TWO 

LITERATURE REVIEW 

2.0 Introduction 

This chapter presents the theoretical review of the study, empirical review of 

literature (both in developed countries and in developing countries), the conceptual 

framework, literature synthesis and literature gap, and a chapter summary. 

2.1 Theoretical Review 

In describing how students learn or think, theories of learning serve as a basis for 

instruction that draw conclusions about how instruction should be carried out 

(Romberg & Carpenter, 1986). What happens in a particular course can be viewed as 

an interaction between the teacher‟s goals for what students should learn, views of 

students‟ characteristics and abilities, theories of how students learn, as well as 

assumptions about how students should be taught. This study was underpinned by 

Socio-Cultural theory (SCT) propounded by Vygotsky (1978), and Assimilation 

theory of learning advanced by David Ausbel (Ausbel, Novac, & Hanesian, 1978)  

2.1.1 The Socio-Cultural Theory 

The Socio-Cultural theory accounts for human learning as a social process and the 

origination of intelligence in society or culture (Vygotsky, 1978). In other words, 

individual‟s development is a result of his or her culture. Vygotsky establishes that 

any function in the child‟s cultural development appears twice, or on two planes. 

First it appears between people as an inter-psychological category, and then within 

the child as an intra-psychological category (Cook & Cook, 2005). In Vygotsky‟s 

paradigm, culture makes two sorts of contributions to the child‟s intellectual 

development. First, children acquire much of their thinking (knowledge) from it. 
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Second, children acquire the means of their thinking tools of intellectual adaptation 

(language) from the surrounding culture (Vygotsky, 1978). 

Vygotsky views cognitive development as a dialectical process, where the child 

learns through shared problem solving experiences with someone else, such as 

parents, teacher, siblings or a peer. Zone of Proximal Development (ZPD)in 

Vygotsky‟s theory means the distance between the actual developmental level as 

determined by independent problem solving and the level of potential development 

as determined through problem solving under adult guidance or in collaboration with 

a more capable peer (Vygotsky, 1978). In Vygotsky‟s account, adults transmit to 

children the rich body of culture through their speech. Then the child‟s own 

language, as learning process, comes to help his or her intellectual transformation. 

The theory was found plausible to the study as it acknowledges that the role of 

school is to plan for learning experiences that could facilitate social interaction with 

reflection to cultural experiences of a particular community. It seeks to form a link 

between home and school experiences. 

2.1.2 Assimilation Theory of Learning 

The Assimilation theory of learning is a cognitive learning theory developed by 

David Ausubel in the early 1960s. Ausbel is an American psychologist who has 

made significant contribution in the fields of educational psychology, cognitive 

science, and science education (Mayer, 2002). The theory is widely applied to the 

area of meaningful verbal learning (Norbert, 2012). It is based on Piaget‟s genetic 

epistemology and focuses on the assimilation hypothesis, which assumes that new 

learning experiences are always integrated into pre-existing knowledge structures. 
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Accordingly, the assimilation theory of learning states that new information is 

subsumed or incorporated into an anchoring structure already present in the student 

(Norbert, 2012). 

Ausbel believed in the idea of meaningful learning as opposed to rote memorisation. 

To him the most important single factor influencing learning is what the learner 

already knows (Ausbel et al., 1978). For meaningful learning to occur, individuals 

must relate the new knowledge to relevant concepts they already know; meaning that 

the new knowledge must interact with the learners‟ knowledge structure (Mayer, 

1999). Because meaningful learning involves recognition of the links between 

concepts, it has the privilege of being transferred to long-term memory (Mayer, 

2002). The most crucial element in meaningful learning is how the new information 

is integrated into the old knowledge structure. In constructivist learning, students 

engage in active cognitive processing, such as paying attention to relevant incoming 

information, mentally organizing incoming information into a coherent 

representation, and mentally integrating incoming information with existing 

knowledge (Mayer, 1999). 

The theory was found credible to the study as it acknowledges the consideration of 

the learners‟ prior knowledge and experiences when planning for learning 

experiences. For children in early grades to understand what they are being taught, 

there must be a careful connection between what they are being taught to what they 

already know. Information that is distal to their cognition it hardly can be 

incorporated in their cognitive structures. Children are likely to be subjected into 

cramming rather than making sense of what they are receiving (rote learning).    
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2.2 Empirical Review of Literature 

UNESCO and other international agencies concerned with early education, 

children‟s rights, and linguistic diversity argue strongly for the pedagogical 

imperative of using a child‟s own language as the medium of instruction, at least in 

the early years of formal schooling (UNESCO, 2003). Broad international agreement 

about the importance of the use of language(s) in education is reflected in a number 

of declarations, agreements, and recommendations. In its 2003 position paper, 

Education in a Multilingual World, UNESCO (2003) espouses: Mother tongue 

instruction as a means of improving educational quality by building on the 

knowledge and experience of the learners and teachers; Bilingual and/or multilingual 

education at all levels of education as a means of promoting both social and gender 

equality and as a key element of linguistically diverse societies; as well as Language 

as an essential component of inter-cultural education to encourage understanding 

between different population groups and ensure respect for fundamental rights. 

2.2.1 Conceptions of Parents and Teachers in the use of First Language 

In a study by Aydin and Ozfidan (2014) in Turkey, focusing on clarifying the need 

for multicultural education in Turkey, using questionnaire and interview, and a 

sample of 80 participants, they report that, vast majority (70.00%) of the surveyed 

participants stated that education in mother language is important. Their argument is 

that education in mother language is the most fundamental indispensable human right 

(21.42%), through which individuals express themselves better in their mother 

language (21.42%), it is impossible to learn another language without learning 

mother language, that education in mother language is the primary precondition for 

learning another language (17.85%), children with different mother languages have 
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difficulties in their education lives (12.50%), individuals without education in their 

mother language have difficult education processes (5.35%), mother languages are 

very important in terms of spiritual and identity development of individuals (5.35%). 

And (3.57%) stated that mother languages are the most important tools for 

transferring cultural legacy.  

A number of the participants (30.00%), on the other hand, thought that education in 

mother language is not important. Their conception is that education in mother 

language obstructs learning and use of the official language in the country (15.00%), 

it paves the way for regional privileges in terms of education programme (7.50%), no 

qualified labour force to provide this education in the country (2.50%), as well as 

creation of racial separations in the society (2.50%). 

In a study by Wa-Mbaleka (2014) in Philippines which aimed at exploring English 

teachers‟ perceptions of the mother tongue-based education policy in the Philippines 

found that, a considerable number of schools in the Philippines had already revised 

their curriculum to integrate Mother Tongue-Based Multilingual Education (MTB-

MLE). Second, participants believe that the MTB-MLE policy will have a positive 

impact on students. Third, they agreed that this policy was needed for better learning 

experience in the elementary school. Last, they therefore believed that it should be 

maintained.  

In a study conducted by Chineke (2014) in Nigeria on teachers‟ perception of mother 

tongue instruction in primary school for actualising education for all, using mother 

tongue instruction questionnaire, and a sample of 200 respondents, it was exposed 

that, mother tongue instruction is an essential medium for achieving education for all 
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at primary school level. The arguments posed were that mother tongue instruction 

enhances easy transition from home to school and therefore eases learning difficulty 

among primary school pupils. Further, children are not alienated when the same 

language they speak at home is used during their first contact with school. 

In a study by Tackie-Ofosu et al. (2015) in Ghana focusing on perceptions of parents 

and teachers on the use of the mother tongue and their preferred medium of 

communication and instruction for preschool children at home and in school, using 

structured questionnaires and a sample of 120 respondents, it was exposed that most 

of the respondents preferred that both mother tongue and English language be used at 

the preschool level (45(75%) parents and 41(68%) teachers). They argued that 

integration of mother tongue (first language) enhances effectiveness of teaching and 

learning, as well as better understanding of subject matter. 

The study by Njoroge and Gathigia (2012) on teachers‟ perception on the use of 

African languages in the curriculum in Kenya revealed that all teachers 

recommended for the use of child‟s first language in early years of formal learning. 

Teachers claimed that lessons in a language that is not familiar to the child are 

mostly teacher-centred since learners have not acquired reasonable proficiency in the 

target language. Therefore use of a familiar language facilitates the use of effective 

child-centred teaching practices which encourage learners to be more active and 

become involved in the subject matter. Further, a child becomes more confident and 

able to express him/herself. Nevertheless, first language discussion facilitates 

acquisition of second language vocabulary. 
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In a study conducted by Mawere, Tshabalala, and Mapolisa (2015) in Zimbabwe, 

focusing on justifying the use of indigenous languages as a medium of instruction at 

Early Childhood Development education (ECD), using in-depth interview and 

observation method in data collection, and a sample of ten participants, it was 

revealed that parents did not recommend for the use of local languages as language 

of instruction at ECD level. Mostly they preferred their children to be taught in 

English. Their major reason was that English is an international language, therefore 

when one goes in any foreign country he/she can get assisted if he/she is an English 

speaker. For that case, they expected their children to be taught in English 

throughout. These parental attitudes forced teachers to use English as a medium of 

instruction throughout at ECD level.   

In a study by Khejeri (2014) in Kenya, focusing on teachers‟ attitudes towards the 

use of mother tongue as a language of instruction in lower primary schools, using 

observation, tape-recording and questionnaires in data collection, and a sample of 12 

schools, it was found that 2(6%) of the respondents preferred their learners to use 

Mother Tongue during lessons; 22(64%) preferred their learners to use English and 

4(12%) preferred their learners to use Kiswahili and 6(18%) preferred learners to use 

both English and Kiswahili. Therefore, from these responses, it is evident that the 

majority of the teachers, 22(64%) preferred their learners to use English during 

instruction. It can also be concluded from the results that very few teachers 2(6%) 

wanted their learners to use Mother Tongue during instruction. It can therefore be 

concluded that, Mother Tongue holds very little value in comparison to English. 

A study conducted by Muthwii (2002) focusing on language policy and practices in 

education in Kenya and Uganda found that, rural parents in Kenya and Uganda 
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feared that their children would be left behind by children in urban contexts who start 

school in English. In these countries the language in education policy requires that 

children start school in the home language. They worry that their children will not be 

able to compete favourably in terms of understanding what is taught in school. 

Dubeck et al. (2012) carried out a qualitative study of literacy instruction in 24 lower 

primary classrooms in Coastal Kenya. The languages of instruction were Swahili and 

English, even though neither of these languages adequately served the pupils in 

communicating (Dubeck et al., 2012). Even though teachers were aware of the 

national policy promoting the mother tongue, local languages were not recognised as 

languages of instruction. This was partly because of the linguistic heterogeneity in 

some of the classrooms, and partly because the teachers themselves often did not 

speak the local language. A lack of materials in the mother tongue was another 

hindrance to using those languages. Between the two sanctioned languages of 

instruction, Kiswahili and English, English was the preferred medium of instruction, 

although teachers reported that their students generally read better and participated 

more in Kiswahili than in English. 

Across the studies focusing conceptions on L1, few things could be learnt and 

presented. The studies revealed that in countries like Turkey, Philippines and Kenya, 

stakeholders were in favour of L1. They conceived L1 as a language that an 

individual express him or herself better; the language that enhances better learning 

experiences and educational progress in early grades; an indispensable human right, 

important for achieving education for all; and a tool for transferring cultural legacy. 

Such conceptions were probably necessitated by educational level of the individuals 

in these countries. As a result, majority of the stakeholders were aware of the 
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potential of L1 in child‟s learning and development. However, in some countries like 

Zimbabwe, Uganda and Kenya, stakeholders were against L1. They conceived L1 as 

a language that was contextually bound to a particular ethnic group, thus had little 

communicative value and function in the global society. Such conception was 

perhaps driven by lack of awareness of the potential of L1, and the desire for forming 

a generation that would conform and thrive in the globalised world.    

2.2.2 Integration of L1 in Facilitating Children’s Development of Pre-reading 

Skills 

Several research studies have been conducted to examine the way which the mother 

tongue can be integrated in the process of teaching. Bilingual education has been 

found as the effective strategy in utilizing the mother tongue in the classroom. As 

there is no “one-size-fits-all” method, UNESCO (2011) suggest for mother tongue-

based instruction, Bilingual education, mother tongue-based bilingual education, 

multilingual education, transition bi/multilingual education, as well as maintenance 

bi/multilingual education as approaches for integrating multiple languages into an 

education system. 

In a study by Holloway (2000) in the United States on immersion promoted as 

alternative to bilingual instruction, it was revealed that even in the English-only 

programmes in California where the law makers require teachers to teach in English 

exclusively, there are situations when the students do not understand a word or 

phrase even after the teacher repeats it several times. Given this context, teachers are 

allowed to translate it in child‟s native language and then resume teaching English.  
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In 2012, the Philippine government introduced the use of mother tongue as language 

of instruction in schools. Since then, students have been acquiring emerging literacy 

and numeracy skills in their mother tongue with the national language taught as a 

subject in the first three grades, transitioning to instruction in English and Filipino 

from grade 4 onwards (Philippines Department of Education [PDE], 2012). This was 

necessitated by a 10-year experiment in the use of mother tongues in classrooms in 

the district of Lubuagan. Children taking part in the Lubuagan MTB-MLE project, 

known as the First Language Component (FLC), received instruction in their first 

language for the first three years of school. During this period, they also received 

instruction in oral English and oral Filipino as preparation for learning to speak and 

read in these languages (Walter & Dekker, 2011). 

According to UNESCO (2014), Thailand launched Thailand‟s Deep South and the 

Patani Malay-Thai Bilingual/Multilingual Education Project in the year 2014. The 

aim was to support Patani Malay-Thai Bilingual/Multilingual Education (PM-MLE). 

Under PM-MLE, both Thai and Patani Malay were used as the languages of 

instruction, although for different purposes and at different times in a lesson. 

Furthermore, class time was also devoted to children‟s academic and socio-cultural 

development in order to promote their respect for their own as well as other cultures 

and religions. The impact of PM-MLE was positive, where as local communities 

were being strengthened as parents and grandparents were able to relate to their 

children‟s schooling. More significantly, learners taking part in the PM-MLE project 

tended to achieve 40-60% higher scores in all subject areas compared to Patani 

Malay students in monolingual Thai classrooms. 
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In a study by Bühmann and Trudell (2008) on Mother Tongue Matters: Local 

Language as a Key to Effective Learning in Mali it was exposed that under 

Convergent pedagogy, students begin primary school in their first language, and they 

learn to read and write in it before starting to learn French. By the fifth and sixth 

grades, half of the teaching time is allocated to French and half to the national 

language. At this stage, students are expected to be able to learn subject content in 

each of the two languages. By the end of the six years of the primary school cycle, 

both languages are used equally as media of instruction. 

In Papua New Guinea, learners begin three years of mother-tongue based education 

(1 year for Pre-school, plus Grades 1-2), in which reading and writing are taught in 

the language of the community and English is taught as a second language. 

Beginning in Grade 3, children then move into English-medium instruction 

(Bühmann & Trudell, 2008). 

In the United States, there are various bilingual education programme models like 

English immersion programmes where students are pulled out of regular classes to be 

taught English as a second language for a certain number of years followed by 

immersion in English-language instruction (Bühmann & Trudell, 2008).  Also there 

are programmes that begin in the mother tongue and transition into English after two 

or more years. Thomas and Collier (2002) term these programmes as developmental 

(or maintenance) bilingual education. Under developmental bilingualism first 

language (L1) is used as the primary medium of instruction for the whole of primary 

school while second language (L2) is introduced as a subject of study in itself to 

prepare students for eventual transition to some academic subjects in (L2) (Ball, 

2011). 
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In India, which is one of the most linguistically diverse countries in the world, the 

government introduced the Three Language Formula in education, whereby all 

children were to learn their mother tongue or a regional language, Hindi and English. 

Many states complied with the Three Language Formula and mother-tongue 

instruction directives, with more than 90 per cent of primary schools using mother 

tongues in instruction. Materials such as alphabet charts, big books for class and 

group reading and small books for individual reading have been developed in eight 

minority languages in the state of Andhra Pradesh and in ten minority languages in 

the state of Orissa (National Council of Educational Research and Training 

[NCERT], 2013). 

In a study by Gudyanga, Wadesango, and Dzirikure (2015) in Zimbabwe, focusing 

on establish the views and preferences of parents and teachers regarding the language 

to be used as the medium of instruction in early childhood development, using semi-

structured interview and questionnaire in data collection, and a sample of 80 

respondents, it was revealed that most teachers (66.7%) preferred the use of English 

and Shona simultaneously. Their argument was that in a multilingual country such as 

Zimbabwe, it is possible that some learners might not understand either of the 

languages; there is a possibility that some children may not understand when 

teachers use only either English or Shona. Therefore, using both languages would 

help teachers clarify concepts and communicate effectively for the benefit of all 

learners; further, learners would be comfortable and free to communicate with others 

in the language they knew best. Moreover, the concepts would be understood best if 

the mother tongue was used together with English because the teacher would be able 

to clarify concepts. The study revealed that, learners got used to both languages 
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making it easy for them to communicate in English while at the same time using 

Shona with people who could not speak in English. 

Research by Sprenger-Tasch (2003) indicated that 80% of the Ugandans interviewed 

preferred that the mother tongue be used, either alone or along with other languages, 

as medium of instruction in lower primary grades; English was the second most 

preferred language. For upper primary, however, the preference of those interviewed 

was strong for English (96%), followed by mother tongue (28%). 

Looking across the studies focusing on integration of L1 in teaching, it could be 

established that, L1 received great attention in the delivery of education to young 

children. More importantly, L1 was integrated either solely or alongside other 

languages (code mixing), particularly in the early years of learning (lower grades), 

and later on transitioning to official or national language in upper grades.  

2.2.3 Impacts of First Language in a Classroom 

Schweers (1999) investigated the use of L1 in his monolingual Spanish-speaking 

classes in Puerto Rico. The observation was that over 80% of the students found the 

use of L1 in the classroom useful. They cited the following as instances when they 

found L1 use the most useful: when explaining difficult concepts; when they felt lost; 

when they felt more comfortable and confident; when checking comprehension; 

when defining new vocabulary items.  

In a study conducted by Admassu (2016) in Ethiopia, focusing on exploring 

challenges linguistic minority learners experience in multilingual classrooms, using 

questionnaires, tests, interviews, observation checklists, field notes and document 

examination in data gathering, it was revealed that, language barrier was extremely 
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critical, and lack of Amharic language skills inhibited both their understanding and 

expressions. More importantly, as beginners, linguistic minority children found 

themselves in an environment that was different to them and consequently faced a 

number of different challenges as they struggled to adjust to mainstream classes. 

These included social challenges like isolation from their classmates when they try to 

work together, as well as psychological problems. For instance, learners with limited 

Amharic proficiency were too shy to communicate in Amharic in front of their peers. 

This shyness prevented them from demonstrating the little understanding they had 

because they could not communicate in Amharic. 

In Vietnam, the Ministry of Education and Training [MOET] (2011) with support 

from UNICEF conducted an action research on the mother tongue based bilingual 

education (MTBBE). The overall objective was to implement a valid and feasible 

design of bilingual education in ethnic minority language and Vietnamese in 

preschool and primary school. The observation was that 68% of grade one students 

in a mother tongue programme achieved the level of excellent compared to only 28% 

of the students not learning in their mother tongue. 

Chuo and Walter (2011) carried an experimental mother tongue study in Cameroon, 

where it was revealed that children who were taught in their mother tongue (Kom) 

performed significantly better-125% on average-in multiple subjects (including math 

and English) than a control group of peers who attended schools where English was 

the medium of instruction. 

In a study by Pliiddemann, Mati and Mahlaleta-Thusi (1998) in South Africa on 

problems and possibilities in Multilingual Classrooms in the Western Cape it was 
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exposed that there was a communication breakdown in English- and Afrikaans-

medium classrooms. Teachers expressed frustration in situations in which they could 

not communicate effectively with the majority of their learners. Children required a 

lot of scaffolding if they were to say anything at all in their additional language. This 

in turn made slow communication at times. Furthermore, the study reported that 

teacher‟s perception that learners will not be able to answer in an official language 

leads to a teacher-dominated approach to learning. In an effort to control children at 

all costs, teachers mostly resort to teacher-centred lessons in which children are 

seldom given the chance to initiate anything. 

In a study by Adamo and Igene (2015) in Nigeria focusing on presenting the scenario 

of English language teaching in selected Nigeria multilingual classrooms, using 

observation, FGD and interview in data collection, and a sample of 40 respondents, it 

was found that, pupils were using the Nigerian Pidgin (NP) to communicate among 

themselves, and with the teacher. Most of the teachers (72%) expressed concern on 

the poor English backgrounds of the pupils. Considering their varied linguistic 

backgrounds, they were sceptical whether the pupils actually understood the content 

of what they were teaching. 

In a study by Pinnock (2009) on steps towards learning, it was exposed that having 

an unfamiliar language of instruction had a strong negative effect on children‟s 

school attendance and achievement. Research conducted by UNESCO in 2008 found 

that in 26 countries, the language of instruction was linked to more than 50%of 

school drop-out among children who didn‟t speak the school language (Smits, 

Huisman, and Kruijff, 2008). 
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Reflecting across the studies focusing on the impacts of L1 in the classroom, few 

things could be learnt and presented. It could be revealed that, education in an 

unfamiliar language resulted into several challenges that affected learning negatively. 

On the other hand, education that was offered in a language that was familiar to 

learners was efficient and effective in enhancing learning among learners. 

2.2.4 Studies in Tanzania 

2.2.4.1 Education Policy and Practice 

The policy in Tanzania is to use Kiswahili as the language of instruction in pre-

primary grades and English in some schools (private) (Trudell, 2016). The prevailing 

controversy is about which of the two languages is appropriate and at what grade 

levels (Mohamed and Banda, 2008). Tanzania has long been committed to Kiswahili 

as the national language, notwithstanding the fact that more than 120 languages are 

spoken in the country (Mosha 2012). Yet language communities where Kiswahili is 

not fluently spoken, and certainly not by small children, remain marginalised in the 

backwater of political, economic and educational progress. 

This second language debate in Tanzania has been receiving relatively little attention 

from policy makers. However, the researcher Asa Wedin (2005) describes the impact 

of the language policy on Tanzanians who speak neither English nor Kiswahili: The 

policy of today appears effective in building an elite enclosure of English speakers 

and a lower middle class of Swahili speakers and marginalising the rest of the 

population. It also effectively devalues local languages (Wedin, 2005). 

The study by Qorro (2005) on parents‟ views on the language of instruction in 

Tanzania secondary schools reports that the majority of parents admitted that they 
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were aware that when taught in English, their children understood very little of what 

they were being taught. However, when they were asked which language they 

preferred to be used in teaching their children between Kiswahili and English, the 

majority of parents (64.6%) still insisted on the use of English. Among their critical 

reasons was that English is an international language, the use Kiswahili would 

jeopardise employment opportunity to their children and limit ability to communicate 

with foreign companies, and Kiswahili is a young language lacking sufficient 

terminologies in science and technology. 

However some of the parents in the sample (35.4%) had different views. They 

preferred the use of Kiswahili as the language of instruction with the reason that 

Kiswahili is the National and majority Language, students fail in examinations as 

they fail to express themselves in English, and there are a lot of countries in the 

world that have done better through the use of their own language. 

Wedin (2005) reports on a three-year study she undertook in north western Tanzania, 

in the Runyambo-speaking community of Karagwe. Wedin observes that language 

ideologies in schools favours the small minority of children raised in an environment 

where Kiswahili is spoken, such as urban middle-class contexts, while schooling for 

the great majority implies drastic changes in language use. The stigmatisation of 

Runyambo becomes more evident when we see teachers‟ overestimation of their own 

use of Kiswahili and of pupils‟ proficiency in Kiswahili. However, pupils who, at 

least in the lower classes, do not master Swahili do not have access to a language to 

express themselves at all (Wedin, 2005). 
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Wedin argues that the classroom practices in this community constitute a denial of 

the children‟s right to use their own language for learning. Official curricula in 

Tanzania presume pupils‟ knowledge of Kiswahili as a first language. Although 

nearly all pupils in primary schools in Karagwe have Swahili as a second language, 

teachers have no guidance on how to teach Swahili as a second language to children, 

except for the explicit rule of „Swahili only‟ in school, which implicitly concerns 

only pupils in Karagwe (Wedin, 2005). 

Mwinsheikhe (2002) carried out a study of the extent to which Kiswahili is used by 

both students and teachers in the teaching of science in Tanzanian secondary schools, 

where English is officially the language of instruction. The majority of the teachers 

interviewed in the study acknowledged the existence of a language problem in the 

teaching and learning of science at the secondary level, and admitted that they were 

using Kiswahili regularly to ensure that the students understood the material.  

2.3 Conceptual Framework 

Referring to the study objectives, reviewed literature, and the underpinning theory, a 

conceptual framework was developed by the researcher. It diagrammatically 

illustrates the blue print through which the study was conducted in exploring the 

parents‟ and teachers‟ conception on the contribution of the first language in child‟s 

development of pre-reading literacy skills. 

Stakeholders‟ cultural values, needs, beliefs, and expectations have a significant 

impact on the education policy as well as the educational programme. It is within the 

cultural context that stakeholders draw their perspectives towards something. The 

cultural context in which they are living is what dictates their thinking, values, needs 
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and perception, just as Vygotsky (1978) explains that human learning is a social 

process and intelligence originates in society or culture. 

The underlying education policy, beliefs, needs as well as expectations in a particular 

society is what dictate their choice towards what they want their children to learn and 

the means of learning. The instructional language deemed appropriate for their 

children learning can be familiar or unfamiliar to the children. Literature clearly 

exposes that a learner is likely to internalise or grasp well what they are being taught 

if the new knowledge relates to their prior knowledge (Mayer, 1999). When children 

make sense of what they are being taught, meaningful learning occurs (Mayer, 2002). 

What children learn should not be distal to their cognitive structures, rather should be 

proximal such that it becomes easy to scaffold them within their range of Zone of 

Proximal Development (ZPD). 

Figure 2.1: Conceptual Framework of the Study 

 

 

 

 

 

 

Source: Researcher, 2016 
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2.4 Literature Synthesis and Literature Gap 

Basing on the afore portrayed literature, it is clearly evidenced that controversies 

exist when it comes to the language that can enhance children‟s reading skills. 

Different perceptions among stakeholders arise particularly in areas that consist 

diverse language varieties. 

For the case of Tanzania it is observed the debate on the language of instruction is 

centred on the use of Kiswahili versus English. Majority of the studies suggest the 

use of Kiswahili rather than English, though 15% of the population speaks neither 

Kiswahili nor English (Rubagumya, 2007). Currently, also there is a move towards 

harmonization of East African Curriculum in which the member states have agreed 

on designing a common curriculum (EAC, 2014). Though awareness exists on the 

prevalence of diversity in cultural and linguistic backgrounds among and within the 

member states, it is evident that no studies have been conducted to explore the 

conceptions of stakeholders on the contribution of first language in child‟s 

development of reading literacy skills at pre-primary school level. For that case, this 

study intended to cover that gap. 

2.5 Chapter Summary 

This chapter has presented the theoretical review, where socio-cultural theory and 

assimilation theory of learning have been described as well as their relevance to the 

study. It also presents the empirical review of literature which is organised 

thematically around the study objectives, and empirical studies from abroad to local. 

The chapter also introduces the conceptual framework underpinning the study as well 

as synthesis of the reviewed literature and literature gap.  
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CHAPTER THREE 

METHODOLOGY 

3.0 Introduction 

This chapter comprises of the methodologies that underpinned the study. It begins 

with the study design, research approach, study location, sampling procedures and 

sample size. The chapter also presents the data collection methods, trustworthiness 

issues, ethical issues as well as data analysis plan and interpretation.  

3.1 Study Design 

In qualitative research, Creswell (2007) identifies five study designs which are 

grounded theory, ethnography, case studies, narrative research and phenomenology. 

Since this study primarily focused on exploring and in-depth understanding of 

stakeholders‟ contextual construction notion in the use of first language in teaching 

and learning for pre-primary schoolchildren, case study design was found appropriate 

to the study. Case study research involves the study of an issue explored through one 

or more cases within a bounded system (Creswell, 2007). The design was found 

compatible as it is characterised with very flexible and open-ended techniques of 

data gathering and analysis (Kumar, 2011). In addition, case study design makes 

readers understand ideas more clearly than simply presenting them with abstract 

theories or principles (Cohen, Manion, & Morrison, 2007). 

Stake (1995) identifies case studies as intrinsic, instrumental, or collective. The 

current study employed a collective or multiple case study design in data collection 

as it offers an opportunity to examine more than one case (Baxter & Jack, 2008) and 

thus creating a great chance or allowing for generalisation of the findings to a large 

population (Stake, 1995). Yin (2003) establishes that, multiple case studies enable 
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the researcher to explore differences within and between cases. More importantly, 

multiple case studies help to authenticate evidence which enhances validity of the 

study (Yin, 1994). The cases that were studied include parents and primary school 

teachers in Geita District, whereas, the units of analysis were parents with children 

attending pre-primary classes, as well as teachers teaching pre-primary classes. The 

current study was conducted following the stages summarised in Table 3.1. 

Table 3.1: The Design of the Study 

Stage Activity 

I Designing research tools for collection of wealthy information. 

II Conducting pilot study to determine their desirability 

III Editing and validation of research tools 

IV Data collection 

Source: The researcher, 2016 

3.2 Research Approach 

According to Best and Khan (1998), the research approach helps to structure the 

collection, analysis and interpretation of data. This study predominantly employed a 

qualitative approach. With respect to the study objectives and demands of the 

research questions, the qualitative approach was found plausible as it provides in-

depth understanding into the existing or emerging concepts that may help to explain 

human social behaviour as well as providing multiple sources of evidence rather than 

relying on a single source alone (Yin, 2011). Qualitative approach also provides an 

opportunity to study the meaning of people‟s lives under real-world conditions, 

represents the views and perspectives of the participants in a study, covers contextual 

conditions (the social, institutional, and environmental conditions) within which 
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people‟s lives take place, as well as explaining the events through existing or 

emerging concepts (Yin, 2011). 

3.3 Study Location 

The study was conducted in Geita district. The district is found in Geita region, 

located in North West of Tanzania (the lake zone of Tanzania). It is one among the 

five districts found in the region (Geita, Nyang‟wale, Chato, Mbogwe, and 

Bukombe).  Geita district council has a population of 807,619 made of 35 wards 

(URT, 2012). Since the district is in the mining zone, it has attracted a population 

from different parts of the country thus increasing diversity in cultural practices. In 

addition to composition of a large population (the indigenous) who to a great extent, 

are persistent to their local language (sukuma), and the existence of a population with 

diverse language background motivated the researcher to conduct a study in the area. 

This situation resulted into extraction of plenty of information from people with 

different backgrounds, which increased the trustworthiness of the study findings.      

Figure 2.2: A Map Showing the Location of Geita District Council 

 

Source: URT (2013). 
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3.4 Sampling Procedures and Sample Size  

A sample is a group of respondents drawn from the population from which the 

researcher is interested in getting information and drawing conclusions, (Best & 

Khan, 2006). According to Kombo and Tromp (2006), sampling is the procedure 

which a researcher uses to gather people, places or things to study. Basically, there 

are two types of sampling; probability and non probability sampling (Cohen, 

Manion, & Morrison, 2000).  

In probability sampling every member of the wider population has an equal chance 

of being included in the sample; inclusion or exclusion from the sample is a matter of 

chance and nothing else (Cohen et al., 2000). The techniques under probability 

sampling includes: simple random samples; systematic samples; stratified samples; 

cluster samples; stage samples, and multi-phase samples (Cohen et al., 2000).  In non 

probability sampling some members of the wider population definitely will be 

excluded and others definitely included. The researcher deliberately and purposely 

selects a particular section of the wider population to include in or exclude from the 

sample (Cohen et al., 2000). The forms under non probability sampling include: 

convenience sampling, quota sampling, dimensional sampling, purposive sampling 

and snowball sampling (Cohen et al., 2000).   

In this study, purposive sampling was employed in selection of three pre-primary 

classes in rural and the other three in urban setting. In purposive sampling, 

researchers handpick the cases to be included in the sample on the basis of their 

judgment of their typicality (Cohen et al., 2000). The notion behind adopting 

purposive sampling was to maintain a balance that the sample comprises an equal 

number of schools to be studied in rural and urban. Likewise, the focus of the study 
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was for pre-primary classes. Purposive sampling was also used in selection of two 

pre-primary school teachers from the selected pre-primary classes. The aim was to 

obtain informants who had great experience and possessed rich information that is 

utilitarian to the study. Convenience sampling was employed in selection of parents 

with children in pre-primary class. Convenience sampling involves choosing the 

nearest individuals to serve as respondents and continuing that process until the 

required sample size has been obtained (Cohen et al., 2000). The notion behind 

adoption of convenience sampling was to facilitate the researcher to simply choose 

the sample from individuals who were easier to access. 

As for the sample size, the study managed to involve a total of 32 respondents as 

shown in Table 3.1. The current study ended with 32 respondents as the researcher 

realised repetition of ideas to the point that no new data emerged. This is explained 

as data saturation by Thomson (2011) which means repetition of information from 

the study respondents. The Table below presents the summary of information 

relating to the sample involved in the study. 

Table 3.2: Sample Composition of Respondents 

Teachers  Parents  

M            F M              F Grand Total 

5             7 10              10 32 

Source: Field work, 2017 

3.5 Data Collection Methods 

Data collection methods in this study were designed basing on the demand of the 

research objectives, research questions and study design. The study employed 

interview, observation and focus group discussion in data gathering. 
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3.5.1 Interview 

This is a data collection method involving an interchange of views between two or 

more people on a topic of mutual interest. Interview sees the centrality of human 

interaction for knowledge production, and emphasises the social situatediness of 

research data (Kvale, 1996). This method of data collection enables participants 

(interviewers or interviewees) to discuss their interpretations of the world in which 

they live and to express how they regard situations from their own point of view 

(Cohen, Manion, & Morrison, 2007). 

Gill et al. (2008) identify that there are three fundamental types of research 

interviews: structured, semi-structured and unstructured. Among other kinds of 

interview, semi-structured interviews was employed to explore information from 

teachers on their conceptions on the use of first language in teaching young learners, 

how first language could be integrated in teaching, as well as the impacts of first 

language in the classroom. Semi-structured interviews were found plausible as they 

are helpful to the researcher(s) in collecting rich qualitative data based on the 

informants‟ experiences and the meaning they make to that experience due to its 

flexibility, being focused and time effective (Patton, 2002). Semi-structured 

interview enables the interviewer to gain rapport or establish a friendly secure 

relationship with the informants. Furthermore, confidential information that the 

individual may be reluctant to put in writings may be obtained (Best and Khan, 

2003). In this study, the interview sessions were conducted in the schools where the 

participants were working, and lasted between 30 to 40 minutes. The process 

involved note taking through notebook and audio recording for future use and to 

ensure capturing of all relevant information given. 
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3.5.2 Observation 

Observation method was used in this study as it is appropriate in gathering open-

ended, firsthand information by observing people and places at a research site 

(Creswell, 2012). It further provides the opportunity to record information as it 

occurs in a setting, to study actual behaviour, and to study individuals who have 

difficulty verbalizing their ideas like the young children or the shy people (Creswell, 

2012). Miller (1992) points two types of observation in qualitative research as 

participant and non participant observation method. This study employed participant 

observation in data gathering. It is argued by Miller (1992) that qualitative 

participant observation method involves both observing and participating in varying 

degrees, in the study community‟s daily activities by the researcher. Observation was 

conducted during the teaching and learning process (both indoors and outdoors).The 

target was to get more information on the challenges posed by L1 learners in the 

teaching and learning process, and the means teachers respond to those challenges.  

3.5.3 Focus Group Discussion (FGD) 

According to Patton (2002), FGD refers to a research tool used to gather information 

from a group of informants based on specific topic. The potential of FGD is that it 

offers rich information and flexible in data gathering, at the same time allowing 

spontaneity of interaction among participants (Freitas, Oliveira, Jenkins, & Popjoy, 

1998). This method was employed to parents as it creates a rapport that facilitates 

interaction and participation of parents in sharing ideas on their conception in the use 

of first language in teaching young learners, and on how could first language be 

integrated in teaching young learners. Discussions were conducted at a school where 



36 

by the participant‟s children were enrolled. Each group involved in FGDs constituted 

five (05) parents. The FGDs lasted within 45 to 50 minutes.   

Table 3.3: Objectives, Data Source, Method, Data Type and Data Analysis 

Objective Data source Method Data type Analysis  

Parents‟ and 

teachers‟ 

conceptions 

Parents, 

teachers 

Interview, 

FGD 

Qualitative 

data 

Transcription, 

Coding, 

categorization and 

data display 

How best 

could L1 be 

employed in 

teaching 

Teachers, 

Parents 

Interview, 

FGD 

Qualitative 

data 

Transcription, 

Coding, 

categorization and 

data display 

Impact of L1 

in a classroom 

Teachers. Interview, 

observation 

Qualitative 

data 

Transcription, 

Coding, 

categorization and 

data display 

Source: Researcher, 2016 

3.6 Trustworthiness Issues 

In enhancing consistency and congregate the predetermined objectives and eminent 

aspects, the study validated the research tools to enhance the worthiness of the study 

findings.       

3.6.1 Validation of Research Tools 

The research tools were developed basing on the study objectives, research 

questions, informants and data collection methods. After development, the tools were 

handled to the supervisor for expert appraisal and improvement. Also a pilot study 

was conducted in a setting that was out of the study location to test the effectiveness 

of the research tools in yielding the expected information. 
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3.6.2 Data Trustworthiness 

In naturalistic work (qualitative study) the term data trustworthiness has been used to 

imply validity and reliability as used by positivists (Shenton, 2004). To ensure data 

trustworthiness, Guba (1981) among the naturalistic investigators presents four 

criteria which he believes should be considered by qualitative researchers in ensuring 

data trustworthiness: credibility (in preference to internal validity); transferability (in 

preference to external validity/generalisability); dependability (in preference to 

reliability); confirmability (in preference to objectivity). 

3.6.3 Credibility 

Qualitative researchers use the term credibility as an equivalent concept to internal 

validity to imply the extent to which the findings are congruent with reality 

(Merriam, 1998). Several measures have been established by qualitative researchers 

in ensuring credibility of the study findings (Lincoln & Guba, 1985). However, this 

study employed the inclusion of member checking into the findings which means 

gaining feedback on results from the participants, well establishment of research 

methods as well as triangulation of research tools where interview, observation and 

focus group discussion was used in data gathering. 

3.6.4 Transferability 

In qualitative inquiry, arguments persist that generalisability is impossible due to 

uniqueness of the investigated specific contexts and small number of informants 

(Shenton, 2004). Lincoln and Guba (1985) and Firestone (1993) argue and suggest 

that it is the responsibility of the investigator to ensure that sufficient contextual 

information about the fieldwork sites is provided such that the reader will be able to 

transfer the study findings to another context or develop generalisation. 
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Several approaches have been highlighted by Shenton (2004) for enhancing 

transferability. However, this study employed the provision of in-depth details 

pertaining to the research methods as well as the context within which the study was 

conducted for the purpose of enabling the readers to develop generalisation or 

transfer of the study findings. 

3.6.5 Dependability 

Quantitative researchers often use the term reliability to refer to consistence of the 

results or study findings. Reliability means that if the work were repeated, in the 

same context, with the same methods and with the same participants, similar results 

would be obtained (Shenton, 2004). Lincoln and Guba (1985) stresses that there is a 

close connection between credibility and dependability in the sense that in practice, 

demonstration of credibility goes some distance in ensuring dependability 

In addressing dependability issues, this study employed multiple methods in data 

collection as well as provision of enough details on all the processes in the study. 

This would enable future researchers repeat the work, if not necessarily to gain the 

same results (Shenton, 2004). Such in-depth coverage also allows the reader to assess 

the extent to which proper research practices have been followed. 

3.6.6 Confirmability 

The concept of confirmability is the qualitative investigator‟s comparable concern to 

objectivity (Shenton, 2004). Objectivity in qualitative research can be enhanced 

through the use of the research tools that are free from the researcher‟s skills and 

perception (Patton, 1990). Although he acknowledges the inevitability of the 

intrusion of the researcher‟s biases (Patton, 1990), specific steps must be taken into 
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account to ensure that the work‟s findings are the result of the experiences and ideas 

of the informants, rather than the characteristics and preferences of the researcher 

(Shenton, 2004).  

To address confirmability, the study employed triangulation of the research 

instruments for the purpose of avoiding the effect of investigator‟s biasness. The 

researcher maintained neutrality during the whole process of data gathering, analysis 

and searched for negative cases that ran contrary to most of the findings, and 

conducted data audit to pinpoint potential areas of bias or distortion. 

3.7 Pilot Study Report 

A pilot study is defined by Teijlingen van and Hundley (2001) as a mini-version of a 

full-scale study. In determining the efficiency and effectiveness of the developed 

research tools, a pilot study was conducted at Ng‟Hong Hona pre-primary school. 

3.7.1 Method 

A sample of two pre-primary teachers was purposely selected and five parents with 

children at pre-primary level were selected conveniently. Pre-primary teachers had a 

certificate level of education. In a sample of parents, two parents were form four 

leavers, and the other three were standard seven leavers. They were peasants with 

normal economic status.  

3.7.2 Data Collection 

Data were collected through interview and observation for teachers as well as focus 

group discussion for parents. The interview session lasted for 25 minutes, while 

focus group discussion lasted for 40 minutes.  
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Table 3.4: Data Obtained as Per Objective and Data Collection Instrument in a 

Pilot Study 

Study objective Method Results 

Parents‟ and teachers‟ 

conceptions on the 

use of first language 

in children‟s 

development of pre-

reading skills.  

Interview 

and focus 

group 

discussion 

Both parents and teachers conceived first 

language as the language children acquire 

for the first time in their life. 

Both parents and teachers revealed that 

first language have a significant impact in 

child‟s development of reading skills. 

Both parents and teachers did not 

recommend for the use of first language 

(mother tongue) in teaching. They all 

recommended for the use of Kiswahili  

How best could L1 be 

employed in teaching 

Interview 

and focus 

group 

discussion 

Both parents and teachers were against the 

integration of mother tongue (Gogo) in 

teaching pre-primary school children  

Impact of L1 in a 

classroom 

Interview 

and 

Observation 

Children struggled to understand the 

instruction.  

Most of the time children communicated 

among themselves in Gogo language.  

Children were very little participative  

The teacher dominated much the teaching 

and learning process. 

Source: Pilot Study, 2017  



41 

Table 3.5: Lesson Learned from a Pilot Study 

Method Lesson learned Before 

modification 

After modification 

Interview Out of 10 question, 

one question 

needed 

improvement  

Do you think the 

first language has an 

impact on children‟s 

pre-reading skills? 

Do you think the first 

language has a 

significant contribution 

on child‟s pre- reading 

skills  

Focus 

group 

discussion 

Out of 7 questions, 

one question 

needed 

modification 

Do you think the 

first language has an 

impact on children‟s 

pre-reading skills? 

Do you think the first 

language has a 

significant contribution 

to child‟ pre-reading 

skills? 

Observation Observation cases 

were relevant to the 

research questions 

Nil Nil  

Source: Researcher, 2017 

Therefore, basing on the data obtained from the pilot study, it is practically revealed 

that, the developed research tools were efficient and effective in yielding the 

expected data as per study objectives or research questions.  

3.8 Ethical Considerations 

It is quite vital for ethical consideration since the study information is to be obtained 

through interpersonal interface. The striking ethical dilemma is that which requires 

researchers to smack a balance between the demands placed on them as professional 

scientists in pursuit of truth, and their subjects‟ rights and values potentially 

threatened by the research (Cohen, Manion, & Morrison, 2007). To address ethical 

considerations, the study sought for approval and permission from the directorate of 

the graduate studies of the University of Dodoma, the District Executive Director 
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(DED) in which the study was conducted. The Directorate of the Graduate Studies of 

the University of Dodoma approved by granting an introductory letter that permitted 

the study to be conducted. The researcher submitted an introductory letter granted by 

the Directorate of the Graduate Studies of the University of Dodoma to the District 

Executive Director in Geita District, seeking a permission to conduct a study in the 

district. Following the approval and introduction by the District Executive Director 

of Geita District, the researcher easily accessed parents in their villages and to public 

pre-primary school teachers for participating in this study. 

The study also took into account informed consent, confidentiality and protection 

from harm as suggested by Cohen et al. (2000) and Fontana and Frey (1994). In 

enhancing informed consent, the respondents were briefed of the purpose of the 

study and demanded for their say-so, and signed the informed consent forms that in 

case there would be any form of violation of the agreed terms, they had a right to 

take any legal action. Further, for the reasons of confidentiality and protection from 

harm, the names of the respondents have not been mentioned; instead, gender of the 

study respondents has been used. 

3.9 Data Analysis Plan and Interpretation 

According to Hesse-Biber and Leavy (2006) data analysis and interpretation are two 

phases which go simultaneously in qualitative studies. Since the current study is 

primarily qualitative in nature, the data were analysed in accordance with three 

processes which were data reduction, data display, and conclusion drawing and 

verification as propounded by Miles and Huberman (1994). 
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After data collection through face-to-face interview and focus group discussion, the 

raw data were transcribed from Kiswahili into English. After data transcription, the 

data were read thoroughly and reduced through coding them into major themes/ ideas 

relevant to the study objectives. Data coding is usually conducted for the purpose of 

identifying data themes and categories (Hesse-Biber & Leavy, 2006). It is through 

data coding that we obtain the classification of the similarities and differences basing 

on the responses of the respondents on the same aspect depending on their 

knowledge and experiences influencing their views on the matter (Runhare, 2010). In 

the current study, the data from interview and focus group discussion were coded for 

reducing and locating them into key themes, patterns, ideas as well as concepts that 

they made sense with respect to the study objectives. During data reduction, 

information that was not relevant was eliminated and some was kept for future use 

whenever required. 

According to Miles and Huberman (1994) data display is a step further to 

conclusions drawing whereby data is displayed in the form of Tables, charts, 

networks and other geographical formats. This helps to compare and contrast data to 

draw study conclusion. On data display, the coded data were organised and 

assembled into charts basing on the flow of themes to facilitate conclusion drawing 

and action. On conclusion drawing and verification, the meanings that emerged from 

the data were tested for their plausibility, their situatediness, as well as their 

confirmability such that we are not left with interesting stories about what happened 

or unknown truth and utility. 
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3.10 Chapter Summary 

This chapter presents the research methodologies that were used to conduct the 

study. Collective or multiple case study design has been presented as the study 

design, and a qualitative approach adopted as the research approach. The study area 

has been presented (Geita District), sampling procedures, research tools, pilot study 

report, trustworthiness issues, ethical considerations as well as data analysis plan and 

interpretation. 
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CHAPTER FOUR 

DATA PRESENTATION 

4.0 Introduction 

The purpose of this study was to explore the conceptions of stakeholders in the use of 

first language in child‟s development of pre-reading literacy skills in Tanzania. This 

chapter presents such conceptions basing on three specific research objectives: 

conceptions of stakeholders in the use of first languages in child‟s development of 

pre-reading skills; how best could first language be employed in teaching to facilitate 

child‟s development of pre-reading skills; and the impacts of first language in the 

classroom in child‟s development of pre-reading skills. The data were collected from 

pre-primary teachers as well as parents with children at pre-primary class in Geita 

District. The presentation, analysis and findings are preceded by the description of 

the sample characteristics to provide the basis for interpretation of the findings. 

Table4.1: Sample Characteristics 

Sex 

M    F 

Education 

level 

IV   STD VII 

Educational 

qualification 

Certified  Not-certified 

Economic status 

Employed Self-employed   Peasants 

Category A: Teachers 

5 7 12 00 12 00 12 00 00 

Category B: Parents 

09 11 08 12 08 17 03 02 15 

Source: Field work, 2017 
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Table 4.1 indicates that five male teachers and seven female teachers, making a total 

of twelve teachers were involved in the current study. All teachers had completed a 

certificate of secondary education that qualified them to attend and graduate in 

certificates and then get employed by the government.  

Further, the current study involved 20 parents (9 males and 11 females), 4 of the 9 

males and 8 of the 11females being primary school leavers. The other 5 males and 3 

females had certificates in lower secondary education. In terms of their economic 

status; one male and two female teacher respondents were employed by the 

government as primary school teachers; two male respondents were self employed as 

businessmen; and the other seven males and eight women were ordinary peasants 

with average economic status. Therefore, in total, the study involved 32 informants.  

4.1 Research Findings 

Data were gathered from public pre-primary school teachers as well as parents with 

their children enrolled in pre-primary classes. The main themes of the study were 

developed based on the study objectives that led to the formation of sub-themes after 

in-depth reading of the coded data that ultimately produced specific patterns, that is, 

deductive and inductive data analysis respectively. The use of both deductive and 

inductive analysis in qualitative studies is acceptable as it is suggested by Ezzy 

(2002). The themes and their corresponding sub-themes developed from the collected 

data are summarised in Table 4.2 below. 
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Table 4.2: Results of Gathered Data 

S/N Theme Sub-themes  

1. Conceptions of parents and 

teachers in the use of first 

language 

- First language 

- First language influences pre-reading 

skills 

- Language for instruction 

2. The best way of employing First 

language in teaching 

- Code mixing 

3. Impacts of first languages in the 

classroom 

- Hard of learning 

- Communication barrier  

- Inactive learning  climate 

Source: Field work, 2017 

As it can be observed in Table 4.2, the gathered data revealed different subthemes 

which were presented accordingly. Further, these results are presented and analysed 

in the following sections.  

4.2 Conceptions of Parents and Teachers in the use of First Language 

This objective intended to explore parents‟ and teachers‟ conceptions in the use of 

first language in child‟s development of pre-reading literacy skills. Data to this 

objective were collected from teachers and parents through semi-structured interview 

and focus group discussion respectively. The analysis of data was preceded by 

careful reading of data until clear and specific messages emerged to enable 

development of constructs that served as sub-themes. The key findings have been 

provided against each sub-theme to substantiate the respective sub-themes. 

Regarding the first main theme, three sub-themes were developed as depicted in 

Table 4.3: (i) The concept first language, (ii) First language influences pre-reading 

skills, and (iii) language for instruction. 
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Table 4.3: Conceptions of Stakeholders in the use of First Language 

Sub-theme  Respondents Key findings 

The Concept First 

language 

Teachers “the language that children acquire the 

moment they are born” 

“mother tongue” 

Parents  

 

“the language that a child uses for the 

very first time in life” 

“mother tongue” 

First language influence 

pre-reading skills 

Teachers  

 

“first languages have a significant 

contribution in child‟s development of 

pre-reading skills” 

Parents  “first languages have a significant 

contribution to child‟s development of 

pre-reading skills” 

Language for 

instruction  

Teachers  “first languages other than Kiswahili 

should not be used” 

“first language should be integrated” 

 

Parents  “first languages different from 

Kiswahili should not be used”  

“teachers should sometimes use first 

languages” 

Source: Field work, 2017 

4.2.1 The Concept First Language 

Understanding of parents and teachers on the concept first language was considered 

very important in addressing the debate on the use of languages for instruction and 

facilitating child‟s development of pre-reading literacy skills. The analysis of data 

gathered from teachers through semi-structured interviews revealed that teachers 

explained on the concept first language as the mother tongue of a particular 
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community. This understanding based on the criteria that each society or community 

has its specific language they use to communicate acquired naturally and it is unique 

to their area of origin. Nevertheless, it is the language that differentiates one 

community from another.  They informed that, the language used in a particular 

locality defines a particular speech community, and therefore, it stands as a cultural 

identity to that community. For instance, in one of the interviews with a teacher it 

was reported: 

First language refers to the mother tongue. It is the language which is 

used for communication by a respective community. It is this language 

that identifies one community from the other (Interview with a female 

teacher respondent at school, 23
rd

 March, 2017). 

Looking at this description of the teachers on the concept of L1, it is worth to argue 

that they constructed first language as a language which is naturally acquired and 

specific to a particular community or cultural group and stands as a language of 

communication as well as an identity to that cultural group. 

Further, teachers explained on the first language as the language which an individual 

child acquires for the very first time in life. Teachers added that usually, young 

children learn the language through imitating adults or peers they interact. A child 

acquires some language concepts through imitating the sounds and words produced 

by his or her mother and other adults or peers in his or her surrounding environment. 

In so doing, he or she learns a language which becomes his or her first language in 

life.  For instance, in one of the interviews with a teacher respondent, it was narrated 

that:   

First language refers to the language that children acquire through 

imitating their parents and other surrounding caregivers for the very first 

time in life or the moment they are born (Interview with a male teacher 

respondent at school, 27
th

 March 2017). 
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This description as held by teachers implies that teachers constructed first language 

as the language dialect children acquire the first time in their life typical in their 

surrounding environment the moment they are born and in their course of growth.  

Similarly, through FGDs, parents described first language as the language that 

children begin to understand and speak as they grow in their surrounding 

environment. The parents further substantiated that normally, every society has its 

defined language [variety which] used as a mode of communication in daily life. 

Therefore, every child raised in such an environment begins to learn such language 

through hearing words uttered by societal members they interact with. In one of the 

FGDs with parents, it was noted that:  

First language refers to the language children become familiar with as 

they grow and which is commonly spoken in the society. It is the 

language which is used in communication and in overall daily activities 

(Female Parent respondent, 03
rd

 April, 2017). 

Looking at this construction by parents, it can be established that L1 was viewed as 

the language children learn as they interact with individual in their community or 

society which is frequently used in communication and over all daily activities in a 

respective community or society.  

Parents further accounted for first language as the mother tongue. Rearing practices 

mostly done by mothers attach children to the cultural learning experiences that 

involve several things including producing various sounds, words, as well as telling 

stories. As they do so, their children hear and develop awareness to words/sounds 

that they easily imitate and internalise thus developing a language. In one of the 

FGDs with parents, it was narrated that: 

First language is the language which children learn from their mothers. 

It is the language that children develop by imitating what parents speak 

or sing after they are born (Male Parent respondent, 24
th

 March 2017). 
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Looking at the second description held by parents on the concept L1, it can be 

established that they constructed first language as the language that children interact 

with and develop awareness at the beginning of their life, and of which they exercise 

as their mode of communication in their course of growth in their respective 

community. Nevertheless, it is the language that identifies them as belonging to a 

particular community or cultural group.   

As it has been described under this sub-theme (first language), it is clearly 

substantiated that majority of participants involved held similar construction 

regarding the concept first language. Both teachers and parents exhaustively 

expounded it as the mother tongue or the language that children acquire the moment 

they are born, used in all daily activities, and it is what defines or identifies a 

particular language community. This implies that both parents and teachers involved 

in this study were aware of the concept first language.  

4.2.2 First Language is Influence on Pre-Reading Skills 

First language as study participants conceptualised it, has an influence on the 

development of reading skills. Teachers for instance, reported that success in child‟s 

pre-reading skills development depends on the language experiences acquired and 

mastered by an individual child. The vocabularies children develop at the early ages 

make them able to learn other words of the same or different language. In an 

interview with a teacher it was noted that:   

Basically, reading skills requires abilities to associate sounds, meanings 

and concepts of various things. To achieve this, it largely depends on the 

language experiences of an individual child (Interview with a female 

teacher respondent at school, 23
rd

 March 2017). 
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Basing on this perception held by teachers it can be concluded that, when the school 

effectively utilises the child‟s language capital learning to read and the whole activity 

of learning becomes very easy as children would be able to use their prior language 

experiences to associate various sounds, symbols as well as concepts and meanings.  

Further, teachers reported that learning to read could be difficult when the child‟s 

language experiences does not relate to the language used for instruction and 

communication at school. For instance in interview with a teacher it was narrated 

that:  

When children are not familiar with the language used for instruction, 

learning to read become a great challenge. It is partly because children 

would not be able to make inferences as well as associating sounds, 

meaning and concepts of various things (Interview with a male teacher 

respondent at school, 24
th

 March 2017) 

Looking at the assertion by teachers, it worth to argue that, if the school does not 

accommodate the child‟s language experiences, learning to read becomes difficult as 

the child would fail to associate sounds, meanings and concepts in an unfamiliar 

language. 

Similar conception was revealed by parents through FGDs. Parents also emphasised 

that first languages have a significant contribution to a child‟s pre-reading skills 

development. They were certain that a language experience is what determines 

abilities to understand the instruction, concepts as well as meanings in learning. For 

instance, in one of the FGDs with parents, it was narrated that:  

When the child’s mother tongue is similar to the language of instruction 

at school, it becomes easy to read because they understand the teacher, 

and are familiar with vocabularies in that language (Female parent 

respondent, 24
th

 March 2017) 
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Basing on this description by parents, it can be established that it is imperative to put 

into consideration the child‟s language experiences when planning and designing the 

teaching and learning experiences. 

Further, parents added that the opposite could be true, when the language of 

instruction and communication at school is unfamiliar to the child, learning to read 

would be a difficult task. This would be due to the challenges in trying to associate 

meanings and concepts in a new language. In one of the FGDs with parents, it was 

narrated that:  

When the language used at school is different from the child’s mother 

tongue, development of pre-reading skills becomes difficult as the 

children do not understand the teacher since the language is new to them 

(Male parent respondent, 24
th

 March 2017). 

From the description posed by parents, it can be concluded that in order to enhance 

development of pre-reading skills to pre-primary learners, language experiences 

should not be ignored in designing for learning experiences.  

Lessons learnt from the participants‟ responses are that the study respondents were 

obsessed with the reality that first language plays a crucial role in enhancing a child‟s 

aptitudes to read. Both teachers and parents were in line with the contention that 

language experiences stand out as a foremost aspect that determines the child‟s 

abilities to comprehend information from texts. In general, their argument was that 

learning to read could be easier if the child‟s language experiences concur with the 

language used for instruction and communication at school. Being familiar with the 

language used for instruction and communication at school enables the child to 

associate sounds, meanings and concepts, as well as making inferences from 

information in the printed text.  
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4.2.3 Language for Instruction 

The parents and teachers‟ understanding and conceptions about first language were 

considered imperative in determining their choice towards the use of the language of 

instruction at pre-primary class. The analysis of the gathered data indicates that nine 

(9) teachers equivalent to 75% of the 12 interviewed were against the use of first 

languages in teaching and learning at pre-primary level. They maintained that, use of 

first languages different from Kiswahili, the language most spoken and well valued 

by the societal members, would contradict children as well as teachers. Some 

children would remain dormant and less inquisitive during teaching and learning as 

they would not be able to understand the language and instruction given during 

learning. As a result, some would be discouraged and therefore develop poor interest 

with schooling and would cause other problems like absconding from school and 

dropping schooling. In one of the interviews with a teacher, it was narrated that: 

Entertaining first languages (other than Kiswahili) means inviting huge 

contradiction in education. This could result into poor educational 

progress since local languages are boring and thus limiting interest to 

both the teacher as well as children (Interview with a female teacher 

respondent at school, 23
rd

 March, 2017). 

 

Looking at this conception by teachers, it can be established that, typically, teachers 

did not see the worth of using L1 in enhancing the quality of the delivery of 

instruction. They perceived that L1 could obstruct the delivery of quality education 

to pre-primary learners.   

Further, teachers did not recommend for the use of first language in teaching with the 

claim that in Tanzania, there are variety of local languages which serve as first 

languages to respective communities or societies. For that case, formalising the use 
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of L1 could render a great contradiction in the delivery of instruction. In one of the 

interviews with teachers, it was reported that:   

It is not possible to employ first languages in teaching young learners at 

pre-primary level in Tanzania. Remember, there is a very complex 

interaction of various tribes in Tanzania, and each with different 

language background. For that case, using first languages different from 

Kiswahili could be a great contradiction in the field of education in 

Tanzania (Interview with a male teacher respondent at school, 29
th

 

March 2017). 

 

Reflecting on the emphasis posed by teachers, it can be argued that their major 

concern was the prevalence of language diversity in Tanzania. Therefore, authorizing 

the use of first languages other than Kiswahili could pose a great contradiction in the 

field of education.  

However, three teachers equivalent to 25% out of the twelve (12) who were 

interviewed supported the integration of first languages in teaching young learners at 

pre-primary level. They insisted that the use of only Kiswahili in teaching young 

learners could marginalise those children whose L1 (mother tongue) is different from 

the language used for instruction and communication at school. This in turn could 

decline children‟s abilities to develop pre-reading skills and other related 

competencies such as writing and arithmetic as they could not catch up with the 

instruction or concepts in the newly unfamiliar language. In an interview with a 

teacher, it was recited that: 

I think, sometimes in situations where children do not completely 

understand the language of instruction (Kiswahili), there is a need to 

integrate the child’s mother tongue in teaching in order to facilitate 

communication of instruction to all learners. The purpose is to ensure 

that no child is left behind in learning because of language background 

(Interview with a female teacher respondent at school, 4
th

 April 2017). 
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Regarding the arguments posed by teachers, it can be established that their major 

concern was centred towards enhancing effective instruction to all learners regardless 

of their language background. In so doing, every individual child would develop the 

pre-determined skills and competencies necessary for development of pre-reading 

skills. 

On the other hand, a great number of parents were against the use of first languages 

in teaching young learners. The findings indicate that, 16 parents, equivalent to 80% 

who were involved in FGDs, reported that teachers should not be allowed to use first 

languages in teaching young learners at pre-primary level. They argued that 

normally, those children who were persistent to their mother tongue performed 

poorly in learning. For instance, in one of the FGDs with parents, it was noted that:  

We do not want our children to learn in the mother tongue. The use of 

mother tongue can make them perform poorly unlike those children who 

learn in Kiswahili (Male parent respondent, 4
th

 April, 2017). 

Basing on the arguments posed by parents, it can be concluded that they did not 

accord the use of L1 in improving a child‟s reading achievements. They viewed L1 

as an obstacle to learning achievements.  

Further, parents exposed that it was not the intention for their children to learn 

mother tongue. All they wanted was for their children to learn languages like 

Kiswahili as well as English so that they could conform to the wider society. For 

instance, in one of the FGDs with parents, it was reported that:  

Teachers should neither teach nor use first languages other than 

Kiswahili, we need our children to learn and understand Kiswahili as 

well as English so that they will be able to thrive in the competitive world 

(Female parent respondent, 03
rd

 April 2017). 
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Looking at the parents‟ assertion, it could be argued that, their perception regarding 

the use of first language was governed by social, political and economic reasons. The 

desire for their children to acquire a kind of education that could make them 

resourceful in the competitive world made them disagree with the use of first 

languages other than Kiswahili. They believed that first languages would not 

satisfactorily equip their children to thrive in the globalised world. 

Nevertheless, parents debated on the language situation prevailing in Tanzania. They 

claimed that, societies in Tanzania were not characterised by homogeneous language. 

Practically, there were varieties of ethnic groups with different language 

backgrounds. Due to continuous social, political and economic activities, these ethnic 

groups had high interaction among themselves, resulting to formation of complex 

interaction of individuals comprising of different language backgrounds in a 

particular location. For instance, you find that in a single location (a village, town or 

region) there were people with more that 30 to 50 or more language backgrounds 

depending on the social, political and economic activities or practices in the area. In 

such a situation, with prevalence of diverse language varieties, it is obvious that 

teaching could be a great burden since no single teacher could be competent in all 

local languages available in Tanzania. On this particular regard, one parent in a FGD 

reported that: 

We all know that in Tanzania, there is variety of tribes interacting among 

themselves, each with different language background, how are we going 

to secure teachers competent in all languages? Therefore, we want our 

children to learn and understand Kiswahili, not the mother tongue (Male 

parent respondent, 03
rd

 April 2017). 

Reflecting on the view held by parents on using L1 in teaching at pre-primary level, 

it is worth to argue that the prevalence of complex interaction of various tribes in 
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Tanzania made these parent respondents perceive that it was very difficult to employ 

L1 in teaching at pre-primary level. 

However, a few number of parents supported the use of first languages in teaching, 

where 4 parents, equivalent to 20% who were involved in FGDs, claimed teachers 

should sometimes use first languages in teaching young learners at pre-primary level. 

Their argument was that there were situations where children did not understand at 

all the language used for instruction and communication at school. In such 

circumstances, the teacher should integrate their first language so that they can 

understand what they are being instructed. Teachers should be allowed to use 

whatever means to ensure that children grasp what they are being taught. They 

further stressed that, if teachers would concentrate in using only Kiswahili, in 

circumstances that children did not understand Kiswahili at all, it is obvious that 

majority of the children would be just attending classes while learning nothing, and 

at the end of the time they would drop out from schooling. In this aspect, in one of 

the FGDs with parents, it was narrated that: 

We brought our children to school so that they can learn how to read, 

write and count, get self expression as well as personal hygiene. 

Therefore, when the teachers find that children do not get what he/she is 

instructing them, he/she should not hesitate to integrate first languages. 

A teacher is obliged to do so in order to ensure that every child catches 

up with the instruction or the learning content (Female parent 

respondent, 03
rd

 April 2017). 

Basing on the arguments posed by parents, it can be established that they suggested 

for the use of first languages for the purpose of facilitating communication of 

instruction and clarification of concepts to those children who were not familiar with 

the language of instruction (i.e. Kiswahili). 
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Study participants‟ responses indicate that stakeholders possessed different views 

regarding the use of first languages in teaching young learners. The descriptions 

under this sub-theme reveal that a great portion of stakeholders were against the use 

of first languages in teaching at pre-primary level. About 75% of teachers and 80% 

of parents who were involved in this study did not recommend the use of the first 

language in the teaching and learning of young learners. Teachers were worried that 

the use of first language different from the instructional language (Kiswahili) could 

bring confusion to both children and teachers and thus, impair learning as children 

could remain quiescent or less involved in the learning process. Further, Tanzania is 

characterised by complex interaction of various ethnic groups and each with a 

different language background. Parents on the other hand argued that the use of first 

languages different from Kiswahili would result to poor academic achievement 

among children. Further, it was not a priority for their children to learn their local 

languages. 

On the other hand, 25% of the teachers who were interviewed recommended for the 

integration of first languages in teaching young learners at pre-primary level. Their 

foremost reason was that first languages needed to be employed in order to facilitate 

communication of instruction such that no child is left behind. Failure to do so, a 

great number of children would be marginalised in education thus affecting their 

abilities to utilize their language potentials in learning. With regard to this, in one of 

the interviews with teachers, it was noted that:  

It is not fair to dictate on the use of the formal language of instruction 

only. The reality is that not all children are familiar with the language 

used for instruction and communication at school. Therefore, denying 

children of the use of a language they are familiar with, is more or less 

denying them of a chance to express and exercise their educational 



60 

abilities (Interview with a male teacher respondent at school, 29
th

 March 

2017). 

Looking at this perception by teachers, it is worth to establish that the adoption of a 

formal and official language of instruction at pre-primary level cannot meet the 

linguistic needs of all children in the class. This is due to diversity of language 

backgrounds in a country like Tanzania. Therefore, it is obvious that some of the 

children will be poorly served because they are not familiar with the instructional 

language.  

Similarly, 20% of the parents involved in FGDs stressed that in situations where 

children hardly understand the language used for instruction (Kiswahili), integrating 

the child‟s mother tongue is necessary for the purpose of facilitating communication 

of instruction to all learners regardless of their language background. Their intention 

was to ensure that all learners develops the expected skills (pre-reading) and other 

related competencies (writing and arithmetic). In one of the FGDs with parents, it 

was revealed that:  

All what we want is for our children to learn and develop the basics of 

reading skills. When the teacher realises that a child does not completely 

understand the instruction or content, he or she has to use the child’s 

familiar language to facilitate communication of instruction or 

clarification of a concept (Female parent respondent, 24
th

 March 2017). 

From this description held by parents, it can be concluded that parents supported the 

integration of L1 for the purpose of facilitating communication of instruction, so that 

all learners could understand what they were being taught. 

Looking at the study participants‟ responses regarding the use of L1 in teaching at 

pre-primary level, the findings indicate that majority of the stakeholders that is 80% 

of the parents and 75% of the teachers were not in favour of the use of L1 in teaching 
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at pre-primary level. On the other hand, few study participants (20% of parents and 

25% of teachers) supported the use of L1 in teaching at pre-primary level for the 

purpose of enhancing development of pre-reading skills among children. 

4.3 Integrating First Language in Teaching 

This objective intended to explore parents‟ and teachers‟ conceptions on how first 

language be could employed in teaching to facilitate child‟s development of pre-

reading skills.  Data for this objective were obtained through interview with teachers 

as well as FGDs with parents. All the data collected were read thoroughly until a 

clear message emerged that resulted to the development of sub-themes. The key 

findings are presented alongside the subtheme; code switching/code mixing as 

indicated in Table 4.4 below   

Table 4.4: Integrating First Language in Teaching 

Sub-theme Respondents  Key findings 

 

 

Code switching/Code 

mixing  

Teachers  

 

“persevering to Kiswahili” 

 “switching languages” 

Parents “Teachers should neither teach nor use 

first languages apart from Kiswahili”.  

“occasional use of first languages” 

Source: Field work, 2017 

4.3.1 Code Switching/Code Mixing 

The analysis of collected data revealed that 5 teachers equivalent to 42% out of 12 

who were interviewed reported that if first language is to be integrated it should not 

be used completely as a language of instruction; instead, teachers should alternate 

languages from the language of instruction (Kiswahili) to the mother tongue when 

they realise that children have not understood the instruction or concept in Kiswahili. 
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They added that, upon switching the languages, teachers should not struggle to 

smack a balance in the use of different languages in teaching. Rather, switching 

should be done very occasionally, when there is a need to do so; for the rest of the 

time, Kiswahili should be dominant over other languages.  In one of the interviews 

with teachers, it was reported that: 

First languages different from Kiswahili should not be used completely 

as languages of instruction, instead L1 should be integrated occasionally 

to eliminate doubt when the teacher realises children have completely 

lost the concept or meaning or failure to catch up with the instruction, 

and then proceed with Kiswahili (Interview with a female teacher 

respondent at school, 4
th

 April 2017). 

Looking at the assertion by teachers, it can be argued that teachers did not 

recommend for sole use of L1 in the delivery of instruction, instead, they 

recommended that, it has to be used sparingly when clarifying instruction or concepts 

which learners cannot well grasp in Kiswahili. Importantly, Kiswahili should be used 

to a great extent.  

On the other hand, 7 teachers, equivalent to 58% out of 12 who were interviewed 

were against any form of use or integration of L1other than Kiswahili in teaching 

young children at pre-primary level. They highly insisted that teachers should use 

Kiswahili only in the whole process of teaching and learning. In an interview with a 

teacher, it was reported that:  

It is a great mistake to employ first languages different from Kiswahili in 

teaching young learners in anyhow. Doing so will make them (children) 

dormant. They will not make efforts to learn Kiswahili knowing that the 

teacher will translate for them. We must insist them to learn Kiswahili 

(Interview with a male teacher respondent at school, 29
th

 March 2017). 

 

Referring to this perception as held by teachers, it can be established that teachers 

were worried that the integration of L1 in teaching could impair curiosity among 
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children in learning other language (Kiswahili). It is for such reason that they insisted 

on using Kiswahili only. 

Also on their side, parents had varied perceptions regarding how best L1 could be 

employed in teaching young children at pre-primary level. Through FGDs, 6 parents, 

equivalent to 30% reported that basically, the child‟s mother tongue (L1) should not 

be used completely as an instructional language. The best way is to mix Kiswahili 

with other languages. A teacher was obliged to change the language only 

occasionally when he/she noticed that some where children had lost the concept or 

instruction. However, in many occasions, teachers should use Kiswahili. In one of 

the FGDs with parents, it was noted that:  

It is not our suggestion that first languages should be used completely as 

languages of instruction. But think of a situation where majority of the 

children do not understand Kiswahili: should the teacher just abandon or 

ignore them? What we think is that the best approach is for teachers to 

mix Kiswahili with local languages in order to clarify concepts or 

instruction until the moment that all children understand Kiswahili well 

(Male Parent respondent, 4
th

 April 2017).  

These descriptions by parents imply that the best way of utilizing the first language is 

through mixing languages (i.e. Kiswahili and first languages); however Kiswahili has 

to be dominant over the others.   

On the other side, 14 parents, equivalent to 70% who were involved in FGDs, 

rejected any form of the use of first languages in teaching pre-primary children apart 

from Kiswahili. They stressed that teachers should not integrate first languages other 

than Kiswahili with a reason that first languages are not much important and are 

limited to tribal contexts. They highly insisted that teachers must be consistent with 

using Kiswahili all the time during teaching and learning process. On this particular 

regard, in a FGD with parents, it was narrated that:  
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We do not want teachers to use first languages other than Kiswahili in 

teaching our children. First of all, mother tongues (L1) are not much 

important, further they are not national languages; and which is more, 

they can lead to tribalism (Female Parent respondent, 23
rd

 March 2017). 

 

Looking at parents‟ conceptions, it is worth to argue that parents did not see the 

potential of first languages to be used in teaching learners pre-reading literacy skills 

within the global society. 

From the description regarding this sub-theme, it is palpable that parents and teachers 

seized varied conceptions regarding how best first language could be employed to 

facilitate pre-reading skills to pre-primary children. As it is presented, about 58% of 

the teachers interviewed as well as 70% of parents involved in FGDs were strongly 

against any form of first language use in teaching apart from Kiswahili. As a result, 

they did not account for any form of its integration. Teachers claimed that first 

language integration could induce learners not to make efforts to orient themselves 

with Kiswahili knowing that teachers will translate for them. On their side, Parents 

claimed that first languages were not much important and to a great extent were 

limited to specific contexts. On the other hand, approximately 42% of the teachers 

interviewed and 30% involved in FGDs, recommended for code switching/code 

mixing. This implied that a teacher should occasionally integrate first languages or 

alternatively alternate Kiswahili with other local languages when he/she realises that 

there is a great need for the purpose of eliminating doubt, or rather effectively 

communicate the instruction. However, both parents and teachers were consistent 

that Kiswahili should be used to a great extent. Therefore, the description reveals that 

a great number of teachers and parents were against any form of first language 

integration while a small number of teachers and patents supported and suggested 
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how best first languages could be employed in teaching to facilitate pre- reading 

skills among young children at pre-primary level.  

4.4 The Impacts of First Languages in the Classroom 

The purpose of this objective was to examine the impacts of first language during 

teaching and learning process. To meet the demands of this objective, data were 

collected through interview with teachers as well as participant observation method. 

Observation was conducted during teaching and learning process (both indoors and 

outdoors) for the intention of gaining more insight on the challenges posed by first 

language learners during teaching and learning process. All the data gathered were 

carefully read until the researcher realised specific messages which served as sub-

themes. Three sub-themes were formed as presented in Table 4.5 below (i) hard of 

learning, (ii) communication barrier, and (iii) inactive learning climate. The key 

findings have been indicated against each sub-theme to authenticate the respective 

sub-theme.    

Table 4.5: Impacts of First Languages in Classroom 

Sub-theme Respondent Key findings  

Hard of learning Teachers  “first language learners are slow learners” 

“it takes time to instruct them” 

Communication 

barrier 

 “it is very difficult to communicate with first 

language learners” 

Inactive learning 

climate 

 “teaching and learning dominated by the 

teachers” 

“first language learners are not happy” 

“first language learners are not active” 

Source: Field work, 2017 
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4.4.1 Hard of Learning 

Hard of learning is one among the sub-themes which were developed during analysis 

of the data regarding the impacts of first languages to the children in the classroom. 

Through interviews with teachers, it was revealed that normally those children who 

are competent in their first languages struggle to understand what they are being 

taught or instructed. Teachers claimed that, no matter what the efforts they invested 

in teaching them, their rate of understanding was usually very low. This situation 

necessitated teachers to spend much time in instructing or teaching such children. It 

is for this reason that majority of teachers teaching at pre-primary level reported that 

as majority of children particularly those from families that did not raise their 

children in a language rich environment failed to attain the intended objectives. The 

failure was caused by those children struggling to learn and hence teachers found 

themselves repeating the instruction or concepts several times to learners so that they 

benefit from such instruction. In an Interview with a teacher, it was noted that: 

Normally, children who do not know Kiswahili are very difficult to 

understand. It requires a lot of time until they come to understand what 

they are being instructed or taught (Interview with a male teacher 

respondent at school, 29
th

 March 2017). 

Looking at the description posed by the teacher, it can be established that children 

who are not familiar with the language of instruction experience hard time in 

learning. Their rate of understanding is very slow contrary to those children who are 

familiar and competent in the language used for instruction. 

Further, teachers reported that the situation was quite different to those children who 

were competent with the language used for instruction and communication at school 

(Kiswahili). Normally, these children were fast learners due to the fact that they were 

familiar with meanings and concepts in Kiswahili due to their language experiences. 
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Teachers reported that they did not consume a lot of time dealing with such children 

as they were not forced to repeat concepts and instruction several time. For that case, 

first language learners usually performed below their peers who were competent in 

Kiswahili. In one of the interviews with teachers, it was revealed that: 

My learners are competent in Kiswahili, they are very sharp to catch up 

with what they are being instructed or taught, and I don’t get trouble 

such as repeating the instruction often (Interview with a female teacher 

respondent at school, 24
th

 March 2017). 

From this description, it is worth to argue that learning to read is easy and fast when 

children are familiar with the language of instruction and communication at school.  

Through the researcher‟s observation, it was exposed that first language learners 

experience a hard time to understand what they are being taught. During teaching 

and learning process such children were just staring at the teacher. The teachers were 

trying hard to explain concepts and repeating instructions.  

However, the researcher noticed a difference in some classes where majority of the 

children were familiar with the language of instruction (Kiswahili). Teachers hardly 

spent much time in providing instruction. Children were more active and responded 

correctly towards what they were being asked.     

Basing on the description made by teachers under this sub-theme, it is clear that first 

languages have a significant impact in the classroom as far as learning is concerned. 

Teachers reported that L1 learners usually experienced a hard time to understand 

what they were being taught. The foremost reason was that the instructional language 

(Kiswahili) does not concur with their language experiences (L1). Therefore, all the 

concepts learners were encountering were real new in their learning. It is for this 

reason that their rate of internalising concepts in Kiswahili was very low, therefore, 
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necessitating teachers to spend much of their time in providing instruction or 

teaching a concept. In most cases, this situation led to failure to reach the intended 

lesson objectives by teachers. However the situation was different in some classes 

where majority of children were competent in Kiswahili. In such classes children 

were so quick in learning. This was possible due to the fact that their language 

experiences related to the language used for instruction and communication at 

school, therefore, making it easy for them to associate different sounds, meanings as 

well as concepts using their prior language experiences. Likewise, the researcher 

observed first language learners engaging less in the learning process, and in most 

cases, they failed to answer what they were asked. Teachers used much energy and 

time in delivering the instruction contrary to classes where majority of children were 

competent in Kiswahili. For that case, this description substantiates that L1 learners 

are slow in learning in comparison to children who are competent in Kiswahili.  

4.4.2 Communication Barrier 

Communication difficulty is another sub-theme that emerged during analysis of the 

gathered data on the impacts of first language in the classroom. Through interviews 

with teachers, it was revealed that it is very difficult to communicate with those 

children who do not understand Kiswahili. Teachers reported that in most cases such 

children spoke and communicated among themselves in their L1, therefore hardly 

catch up with the instruction provided in Kiswahili. Normally, when they were 

instructed to do or bring something, some just remained calm, those who acted 

performed contrary to what they were instructed about. In one of the interviews with 

a teacher, it was reported that:  

Practically, dealing with children who do not understand Kiswahili is a 

great challenge. Just imagine, it reaches a time that even when you call 
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their names they do not respond. They are only used to their names at 

their homes which are usually in short forms. So when you call a child in 

his/her full name, he/she does not realise that he/she is the one being 

addressed. Also you order a child to sit down or stand up but he/she does 

not get it unless you incorporate with gestures (Interview with a male 

teacher respondent at school, 29
th

 March 2017). 

From such observation, it is evident that teachers experiences communication barrier 

in classes that constitute majority first language learners. 

Teachers further reported that the situation became worse when the teacher did not 

know or understand the children‟s first language. Some teachers claimed that there 

were situations where they were obliged to consult those teachers who were natives 

or familiar with the mother tongue in the area. The aim was to translate for them 

what the child was demanding so that the teacher could attend the child 

appropriately. For instance, in one of the interviews with a teacher, it was narrated 

that:   

It is real a headache teaching first language learners. Sometimes I feel 

like crying because they do not understand me and I do not understand 

them either. I am always forced to find a person who can translate for me 

what they are actually demanding.  This situation real gets me sick 

(Interview with a female teacher respondent at school, 03
rd

 April 2017). 

 

Looking at the assertion by the teacher, it can be concluded that the teacher was 

experiencing a hard time to communicate with first language learners to a point that 

the activity of teaching turned more like a punishment. 

However, the situation was different in some classes where majority of the children 

spoke and understood Kiswahili very well. In such classes, teachers reported that 

communication with children was very simple and smooth as children were familiar 

with the language of instruction and communication at school. For instance, in one of 

the interviews with a teacher, it was narrated that:  
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In my class, majority of children are familiar and competent in Kiswahili, 

for that case, what I demand them to do, is that they act as instructed. In 

short, we understand each other (Interview with a male teacher 

respondent at school, 24
th

 March 2017). 

From the description posed by the teacher, it is worth to argue that children complied 

correctly as instructed because they were familiar with the language used in the 

delivery of instruction.  

Through researcher‟s observation, it was revealed that in some pre-primary classes, 

particularly these located in rural areas, teachers were observed to have much trouble 

to communicate with children. The children were observed to speak their mother 

tongues most of the time. This tendency was revealed during indoors as well as when 

children were out of the class (during play). The teachers were seen incorporating 

gestures when providing instruction to children. Further, teachers were observed 

insisting children to communicate in Kiswahili only. For example in one class, a 

teacher was observed punishing those children who were speaking their mother 

tongues with sticks. On the other hand, in those pre-primary classes which were 

located in urban centres majority of children were competent in Kiswahili language 

of which is the language of instruction and communication at school. In such classes, 

communication was very simple in the sense that both children and teachers 

understood each other. 

From the description under this sub-theme, it is revealed that one among the strong 

impacts of first languages in the classroom is communication breakdown. Through 

interviews with teachers, it was reported that teachers usually encountered a hard 

time when communicating the instruction to first language learners. This is due to the 

reason that hardly did they understood what they were being instructed. In these 
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classes, majority of the children were not competent in Kiswahili, to a large extent, 

they were persistent to their mother tongues (L1). Further, it was reported by teachers 

that the situation usually become more pathetic when the teacher did not know or 

understood the child‟s L1. In such circumstances, the teaching and learning process 

became cumbersome. In pre-primary classes where majority of the children were 

familiar with Kiswahili, communication between teachers and children was simple 

since they all spoke the same language. Through the researcher‟s own observation, it 

was revealed in some pre-primary classes where children spoke among themselves in 

their first languages that most of the time, communication was very difficult because 

children did not understand what the teachers were addressing. All this was because 

their language background did not relate to the language used at school. Teachers 

were observed using great effort in delivering the instruction, and in some cases, they 

gave punishment to those children who spoke their first languages. On the other 

hand, in some pre-primary classes where children spoke and understood Kiswahili; 

communication was very simple because the children‟s language experiences related 

to the language of instruction and communication at school. 

4.4.3 Inactive Learning Climate 

The analysis of the data collected revealed that in a class that constituted first 

language learners the learning climate was highly inactive. Through interviews, 

teachers reported that since majority of children in such a class did not understand 

the language used for instruction, hardly did they participate during the teaching and 

learning process. It was observed that teachers were providing instruction while 

children just stared at them, or sometime doing their own activities contrary to what 

the teacher was directing them to do. This situation necessitated teachers to become 
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dominant speakers in the whole process of teaching and learning. In one of the 

interviews with a teacher, it was noted that: 

We speak too much, we always try our level best to engage learners in 

the teaching and learning process, but no matter the efforts we invest, 

children are always less engaging. Some do not even listen to us; they 

just proceed with their own business. It is like we are just preaching in 

the church where all believers are supposed to observe silence (Interview 

with a female teacher respondent at school, 23
rd

 March 2017). 

This implies that unfamiliarity with the language used for instruction is what 

necessitated children not to engage in the teaching and learning process. In such 

situation where the child hardly engages oneself in the process of learning, it is 

obvious that the teaching and learning transaction would turn out to a highly teacher 

dominated approach to learning. 

Moreover, teachers reported that first language learners were usually not happy. 

Provided that they did not understand the language used for instruction and 

communication at school, they generally paid very little attention towards the 

instruction. They were always in great fear and not confident at all. All these 

situations affected their level of participation in the class. In an interview with a 

teacher, it was narrated that: 

Those children who do not understand Kiswahili are usually not happy in 

the class compared to their peers who speak and understand Kiswahili. 

Sometimes they cry demanding to go back home (Interview with a male 

teacher respondent at school, 27
th

 March 2017). 

Focusing on this argument by the teacher, it can be concluded that the language used 

at school as long as it was not familiar to children denied them of comfortable 

learning to the point that they felt not welcomed at school, thus demanding to go 

back home.  
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On the other hand, in classes where majority of children were competent in 

Kiswahili, teachers reported that such children were more active, happy and 

participated fully in the whole process of teaching and learning. This is due to the 

fact that majority of the concepts were not new to them because their language 

experiences were similar to the language used for instruction and communication at 

school. In one of the interview with a teacher it was noted that: 

As you have seen, in my class, children are always happy, attentive and 

they actively engage in the whole process of teaching and learning. They 

ask questions, they are confident in learning. It is real fun working with 

them (Interview with a female teacher respondent at school, 24
th

 March 

2017). 

Looking at teacher‟s assertion, it can be argued that children were more active and 

confident in the teaching and learning process simply because the language used was 

not new to them. This offered them with an opportunity to interact among them, with 

a teacher, materials as well as with the content, thus making learning joyful.  

Through the researcher‟s observation, it was revealed that L1 learners were seriously 

less active during teaching and learning process. Teachers were trying hard to 

involve them through real objects (teaching aids), but such children‟s attention and 

involvement were very little. Further, such children were observed to be not happy. 

For instance, by the time others were singing songs which were in Kiswahili, some 

children remained silent, some were even crying demanding to go back home. 

Practically, the teachers were the ones who dominated the teaching and learning 

climate since most of the time they were lecturing children. However, the situation 

was a bit different in some classes particularly those located in urban centres where 

majority of children spoke and understood Kiswahili. In these classes children were 

more active and fully engaged in the teaching and learning process. Children were 
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happy and there were minimal use of authority by the teacher in teaching and 

learning process.   

As it is described under this sub-theme, it clear that since children were not familiar 

with the language of instruction, they paid little attention to learning, they were 

something not happy, that led to poor participation during the whole process of 

teaching and learning. This situation in turn changed the role of the teacher in the 

class from being the facilitator to an instructor because of his/her dominating the 

learning climate. However, in some schools, where children spoke and understood 

the language of instruction (Kiswahili), there was active participation in the whole 

process of teaching and learning. Learners were very happy, and teachers played the 

role of facilitators in the process of teaching and learning. 

4.5 Chapter Summary 

This chapter presents the presentation and analysis of the data gathered basing on the 

study objectives. The sample composition and characteristics have been also 

presented. In analysis, the major themes and their corresponding sub-themes as well 

as key findings have been presented in Tables followed by their brief descriptions. 
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CHAPTER FIVE 

DISCUSSION OF THE FINDINGS 

5.1 Introduction 

This chapter discusses the findings obtained from the study participants. To ensure 

continuity and coherence, each research objective and its corresponding sub-themes 

are carefully discussed. Basically, the study explored the conceptions of parents and 

teachers in the use of first languages in child‟s development of reading literacy skills 

in Tanzania. This chapter details the discussion of the major findings into three 

sections consistent with the study objectives. These sections are: i) Conceptions of 

parents and teachers in the use of first language; ii) The best way of employing First 

language in teaching; iii) The impacts of first languages in the classroom. 

5.2 Conceptions of Parents and Teachers in the use of First Language 

The findings for this objective revealed varied conceptions among stakeholders 

(parents and teachers) regarding the use of first languages in child‟s development of 

pre-reading literacy skills at pre-primary level.  

This study‟s findings reveal that both parents and teachers seized common 

construction regarding the concept first language. They accounted forL1 as the 

mother tongue of a particular speech community; the language which an individual 

child acquires for the very first time in life and uses it in overall daily activities. The 

stakeholders‟ understanding of the first language is in line with the study by Adebiyi 

(2013), and Noormohamadi (2008). The authors account for L1 as the language 

acquired by a child at birth, and which is called mother tongue of the child. Alabi, 

Adebiyi and Olatayo (2008) add that, the concept first language or mother tongue or 

better still native language, is the only language of a monolingual person which is 
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acquired naturally in his native environment and which meets all his linguistic needs. 

Just as it was further conceived by both parents and teachers on the L1 as the 

language that identifies an individual person as belonging to a particular community 

or cultural group, Mbah (2012), notes the important role of the mother tongue in any 

society as enculturation of its citizens within the culture of its society. 

Contrary to this study‟s findings, Chineke (2014) in Nigeria found first language 

being conceived by teachers as the language with which the child first learns to 

develop his mental, moral and physical power to face challenges of life. On this case, 

the first language is seen holding a powerful impact in the formation of an individual. 

It has such an important role in shaping one‟s thoughts and emotions.  

Looking at this study‟s findings, and the studies bearing similarity, it can be 

established that parents and teachers conceived L1 as the language a child acquires 

for the first time in life, uses in daily communication and which identifies an 

individual as belonging to a particular cultural  it group. However, L1 has a broad 

meaning just as presented by Chineke (2014). This implies that, L1 is the language 

that enables a child to comprehend the world around him, learning of concepts and 

skills as well as perception of his or her existence. 

In the current study, the study participants held similar conception regarding the 

influence of L1 in child‟s development of pre-reading skills. Both teachers and 

parents reported that the L1plays a crucial role in enhancing child‟s abilities to read. 

They argued that language experiences stand out as a foremost aspect that determines 

a child‟s abilities to comprehend information from talking and later on the texts. In 

other words, learning to read could be easier if the child‟s language experience is 
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enough and bears similarity with the language used for instruction and 

communication at school. These findings are supported by Benson (2004) who 

established that learning to read is most efficient when children are familiar with the 

language and can employ psycholinguistic guessing strategies. More importantly, use 

of a familiar language to teach beginning literacy facilitates an understanding of 

sound-symbol or meaning-symbol correspondence (Benson, 2004).  

The findings of this study are also in line with Vygotsky‟s (1978) proposition that 

basically, learning is a social process, and the origination of intelligence is in the 

society or culture. Looking at the respondent‟s views, it is worth to argue that the 

child‟s intellectual abilities are determined by the society or culture in which an 

individual child is raised and vested. The argument relates to Vygotsky‟s views that 

children normally acquire most of their thinking (knowledge) as well as their 

meaning of thinking tools (language) from culture (Vygotsky, 1978). Therefore, 

when there is a link between a child‟s language experiences and the instructional 

language used at school, learning to read is positive as children would be able to 

associate meaning or make inferences regarding information from talking and later 

on the text. For that case, it is can be concluded that, these findings concur with the 

socio-cultural theory as it strikes to form a link between home experiences and 

school experiences. In other words, schools have a duty of planning for learning 

experiences that could facilitate social interaction with reflection to cultural 

experiences of the individual children in their community or society.  

Likewise, Mayer (1999) accentuates that, learners are likely to grasp or rather 

internalise what they are being taught if the new knowledge relates to the prior 

knowledge, an idea that is central to the assimilation theory of learning.  The 
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assimilation theory of learning states that new information is incorporated into 

secured structure already present in the learner (Norbert, 2012). According to 

Ausbel, the most important single factor influencing learning is what the learner 

already knows (Ausbel et al., 1978). It is therefore worth to argue that, when children 

make sense in what they are being taught, meaningful learning occurs (Mayer, 2002). 

This implies that when the child‟s first language relates to the language of instruction 

and communication at school, learning to read becomes simple as children will be 

constructing knowledge on what they already know (i.e. associating sounds, 

concepts, and meanings using their language experiences).  

In contrast with this study‟s findings, the study by Ugwu, Ifelunni, and Ibiam (2014) 

in Nigeria revealed that the use of picture books had a significant effect on children‟s 

acquisition of pre-reading skills. The children exposed to picture books benefitted 

more than those exposed to the conventional method. Likewise, Nyamu (2015); and 

Uwezo (2012) report that, improving teaching and learning of basic reading literacy 

is by increasing the teaching and learning resources which encompass establishing 

and equipping libraries, providing a variety of text books and story books, increasing 

the number of teachers and allocating more time to teaching and learning. Moreover, 

in a study by Eissa (2013), it was revealed that phonological awareness programme 

was effective in improving the pre-reading skills of children in experimental group, 

compared to the control group whose subjects did not receive such an intervention. 

Looking at this study‟s findings, the study by Benson (2011), as well as the socio-

cultural theory by Vygotsky (1978) and the assimilation theory of learning by Ausbel 

et al. (1978), all account that language experiences is the major determinant factor in 

the child‟s development of pre-reading skills. It is established that, children are likely 



79 

to develop pre-reading skills easily when the language used for instruction and 

communication at school bears similarity (i.e. familiar) with the child‟s L1. 

However, L1 does not stand as the sole factor that determines the child‟s 

development of pre-reading skills. For instance, the study by Ugwu, Ifelunni, and 

Ibiam (2014) revealed that exposing children to picture books facilitates 

development of pre-reading skills. The    study by Nyamu (2015); and Uwezo (2012), 

note increasing the teaching and learning resources. More significantly, Eissa (2013) 

reported that, the phonological awareness programme had a significant contribution 

to a child‟s development of pre-reading skills.  

Both parents and teachers further claimed that learning to read would be very 

difficult when the child‟s first language did not relate to the language used for 

instruction and communication at school. On this regard, children would likely fail to 

develop pre-reading skills as they would not able to develop and understand sound, 

symbol or meaning symbol correspondence on various concepts in an unfamiliar 

language. Basing on Vygotsky‟s thinking, what children should be taught should 

bear similarity with their experiences. This means that, subjecting young learners in a 

completely new language of which they have no experiences with, or no prior 

knowledge is like leaving a foreigner in the middle of a desert alone without even a 

compass direction. It has been possible to provide assistance to young learners when 

what they are taught or the means through which they are taught is within the range 

of their Zone of Proximal development (ZPD).  

As long as the language used is new (i.e. unfamiliar) it becomes very difficult to 

comprehend the information or instruction given. Even assisting them to learn 

becomes a hard task because children have no experiences with the knowledge they 
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have encountered. Similarly Ausbel et al. (1978) expose that, for meaningful 

learning to occur, there must be a link between the prior knowledge and the incoming 

new knowledge. When the incoming new knowledge does not relate to the prior 

knowledge, learners are subjected to cramming of information of various concepts of 

which they cannot assign meanings, a concept he (Ausbel) terms as rote learning. 

Under such circumstances where learners cannot make sense in what they are taught, 

it is obvious that children cannot internalise concepts into their cognitive structures. 

This implies that no learning is taking place.  

However, this study‟s findings diverges from the observation by Akubuilo (2015) 

who reported that, the major causes of reading deficiency in children included child‟s 

socio-economic background, physical abnormalities, mental and psychological 

imbalance, interest of the child, as well as teacher‟s ability to help children to learn. 

Similarly, in a study by Hartney (2011) it was reported that reading difficulties were 

due to big class sizes which made it difficult for the teachers to divide their attention 

to all the learners, shortage of reading materials and lack of parental involvement in 

their children‟s education. 

Reflecting on the discussion above, it is worth to argue that failure of development of 

pre-reading skills among children is not solely necessitated by unfamiliarity with the 

language used for instruction and communication at school. Rather, it is an interplay 

of several factors as described in the studies by Akubuilo (2015) and Hartney (2011). 

Indeed, it is imperative to put into consideration all these factors which have a 

significant role in child‟s development of pre-reading skills rather than sticking on 

the language factor alone when planning and designing for teaching and learning 

experiences at pre-primary level. 
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Further, the findings in this study reveal that stakeholders (parents and teachers) held 

varied perceptions regarding the use of first language in facilitating development of 

pre-reading skills among young children at pre-primary level. As it is reported and 

presented in this study, 75% of teachers and 80% of parents who were involved in 

this study did not recommend for the use of first languages in teaching young 

children at pre-primary level.  

Teachers stressed their concern on the use of L1 particularly its use in the classroom 

other than Kiswahili with an argument that it could arouse a contradiction to both 

children and teachers, thus obstruct learning. These findings are in line with the study 

by Ball (2010) who reported that preschoolers who were learning more than one 

language showed delays in language acquisition. This was evidenced in a Canadian 

study by Thordardottir, Ellis and Smith (1997) who revealed that the bilingual 

preschoolers scored significantly lower on all measures in comparison to the 

monolingual pre-schoolers.  

However, this study‟s findings diverge from the study by Khejeri (2014) in Kenya 

who revealed that mother tongue received very little attention in comparison to 

English as majority (64%) of teachers did not recommend it for the use of L1 with 

the reasons that learners were exposed to the language (English) earlier and this was 

to their advantage, all learning materials including books and wall charts were 

written in English, all examinations were set in English except those for Kiswahili. 

Therefore learners would perform well if they knew English well. This is because 

English has a wide range of vocabulary and therefore, enables the teacher to teach 

without having to search for the right terms to use in the lesson. 
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It can be observed that while in this study‟s findings, teachers were worried that the 

use of L1 would bring confusion in the delivery of education, and thus delay in 

development of pre-reading skills, in the study by Khejeri (2014) L1 received very 

little attention since children were exposed to English very early, further, there were 

plenty of materials in English, exams set in English, as well as the fact that English 

has a wide range of vocabularies in contrast to any L1. 

Teachers further added that there was a great challenge in using first language in 

teaching at pre primary level in a country like Tanzania that is characterised by 

complex interaction of various ethnic groups with each having a different language 

background. According to Mosha (2012); and Brock-Utne (2000), it is estimated that 

more than 120 local languages exist in Tanzania. Each language among these 120 

local languages serves as the first language (mother tongue) to a respective language 

community or society. In Tanzania, employment for teachers is randomly 

administered without putting into consideration whether the employee is a native in 

that society or not. For instance, an employee born and raised in the Sukuma society 

finds him/herself employed in the Maasai society. In such a situation, the teacher and 

the children belong to two different language backgrounds, now, if it is authorised 

thatL1 be used, how is such a teacher going to manage? It is obvious that teaching is 

likely to be a great burden to such a teacher who is not a native in the place he has 

been employed. Nevertheless, in Tanzania it is very rare to find a particular society 

or community constituting all individuals with the same language background. This 

has been necessitated by a continuous interaction of people in different societies 

because of the social, political and economic activities.  
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These findings are in line with a study by Dubeck et al. (2012) in Kenya who 

reported that even though teachers were aware of the national policy which promotes 

the mother tongue; local languages were not recognised as languages of instruction. 

This was partly because of the linguistic heterogeneity in some of the classrooms, 

and partly because the teachers themselves often did not speak the local language. 

The findings are also in line with the study by Admassu (2016) who reported that the 

participant teachers had in general negative perceptions towards mother tongue 

instruction and linguistic diversity, and were not aware of its benefits for the 

children‟s second language and academic development and considered diversity as a 

source of problem.  

In contrast to this study‟s findings, NCERT (2013) reported that, in India provided 

that it is the most linguistically diverse country, the government introduced the Three 

Language Formula in education where all  children were to learn their mother 

tongue, Hindi as well as English. Many states complied with Three Language 

Formula and mother tongue directives with more than 90% of the primary schools 

using mother tongue in instruction. 

Looking at the variation that emerged in the discussion regarding language diversity, 

it is worth to argue that, the prevalence of language diversity in a community, society 

or state is not a sufficient reason to account that the delivery of education in child‟s 

mother tongue is impossible. It depends on the seriousness and desire to invest in the 

use of mother tongue instruction. A nation like India proved success due to serious 

commitment it had in investing in education in the mother tongue. For instance, 

materials such as alphabet charts, big books for class and group reading and small 

books for individual reading have been developed in eight minority languages in the 
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state of Andhra Pradesh and in ten minority languages in the state of Orissa 

(NCERT, 2013).   

On their side, parents did not recommend for the use of first languages due to the 

reason that first languages could result to poor academic achievement to their 

children. Their great worry was that if their children could be taught in their mother 

tongue they could be out performed by those children who were attended in 

Kiswahili.  

This finding concurs with the observation by Muthwii (2002) where rural parents in 

Kenya and Uganda did not recommend the use of first languages in teaching, fearing 

that their children would be left behind by children in urban contexts who started 

school in English. Their great concern was that their children could not manage to 

compete satisfactorily in terms of understanding what was taught in school like those 

who attended in English. Similarly, a study by Ndamba (2008) reports that, parents 

and children in Zimbabwe had a more positive attitude towards English than the 

mother tongue as the language of instruction at infant level.  

In contrast to this study‟s findings, a study by Ada (2012) revealed that most parents 

preferred the use of the biliterate bilingual (code mixing) model of instruction in 

primary school. They seemed to believe that if the teacher engaged in simultaneous 

translation in both the mother tongue and second language in his instructional 

procedure, learning would be enhanced. This was suggestive of the desire to bridge 

the gap between learners from low and high educational backgrounds. 

From this study‟s findings, it is established that parents did not favour the use of L1 

fearing that their children would perform poorly; in the study by Ada (2012) parents 
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were confident that the use of both L1 and L2 (code mixing) could facilitate learning 

and hence boost the children‟s performance.  

In this study, parents further claimed that it was not the intention for their children to 

learn mother tongue. They claimed that they preferred their children to be equipped 

with better education which would enable them to adapt or compete in the globalised 

world. These findings concur with a study by Mawere, Tshabalala, and Mapolisa 

(2015) in Zimbabwe where parents did not recommend for the use of local languages 

with a reason that English was an international language; that is if someone went any 

country one would meet someone who could assist that person only if that person 

were an English speaker. Thus, they expected their children to be taught in English 

throughout. Further, the wider economy accepts school leavers who are proficient in 

the use of English language. These parental attitudes and misconception that the local 

languages should not be used as the medium of instruction forced the teachers to use 

English as a medium of instruction.  

Similarly, a study by Phindane (2015) in South Africa reveals that parents preferred 

English to Sesotho/Setswana as the language of instruction for their children in the 

foundation phase. English was positively evaluated possibly due to its functions in 

the future of children. Furthermore, this study‟s findings are in line with the study by 

Mbewe, Matafwali, and Kabaghe (2016) who reveal that parents viewed English as a 

language of power which was associated with success as opposed to using Chinyanja 

which was often viewed in low esteem. The parents did not appreciate the 

importance of education in a familiar language; rather, they associated success and 

intelligence to learning using English as a medium of instruction. 
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With regard to this perception by parents, it can be clearly observed that what they 

prefer well for their children is influenced by their social, political and economic 

expectations. According to Muthwii (2002), parents tend to be risk-averse when it 

comes to their children‟s educational futures; they do not want to experiment and 

thereby endanger the chances of children to succeed in school. In this study, parents 

remarked that the world was changing into a more globalised world, for that matter if 

they didn‟t equip their children with a knowledge that could enable them to be 

resourceful in the global market, their children would be at a great disadvantage.  

To them (parents), it did not matter whether what they value worth was familiar or 

not to their children. All they demanded was to meet their societal needs. This can be 

evidenced by a study by Qorro (2005) in Tanzania who revealed that the majority of 

parents admitted that they were aware that when taught in English their children 

understood very little of what they were being taught. However, when they were 

asked which language they preferred to be used in teaching their children between 

Kiswahili and English, majority of parents (64.6%) still insisted on the use of 

English. Among their critical reasons was that English is an international language, 

the use Kiswahili would jeopardise employment opportunity to their children and 

limit their ability to communicate with foreign companies, and Kiswahili is a young 

language lacking sufficient terminologies in science and technology. 

Similarly, parents made it clear that, there was prevalence of language diversity in 

Tanzania.  In line with these findings, it has been noted by Gupta (1997) that 

diversity of languages varieties makes it very expensive to provide each child with 

education in her/his mother tongue. Moreover, these findings are also in line with the 

study by Yadav (1992) in Nepal who reported that to produce textbooks in various 
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indigenous languages is expensive and exceptional; for that case, mother tongue 

education would be an illusion. This has been concluded by Bamgbose (2011) who 

points out that to maintain two or more indigenous languages in a multi linguistic 

society is a difficult task and more expensive when compared with the use of one 

official language that may be foreign to the people. 

Contrary to this study‟s findings, Gupta (1997) revealed that mother tongue 

instruction perpetuates class distinction as it is only applied and used by the poorer 

sectors of the population. He argues (Gupter) that home language education can 

cause disunity in a country which may result in extensive separation of ethnic groups 

in the education system.  

In this study‟s findings, it can be observed that parents were obsessed with the notion 

that providing education in the child‟s L1 was very expensive in a country like 

Tanzania which is comprised of variety of local or tribal languages. However in the 

findings by Gupter (1997) it is indicated that education in the child‟s mother tongue 

could cause disunity in a country which may result in extensive separation of ethnic 

groups in the education system. 

On the other hand, 25% of the teachers were in favour of the use of first languages in 

teaching young children at pre-primary level. They claimed that persisting only to 

Kiswahili marginalised those children whose languages experiences did not concur 

with the language used for instruction and communication at school. According to 

Rubagumya (2007), up to fifteen percent (15%) of the population in Tanzania neither 

speaks Kiswahili nor English. Under such circumstances the implication is that, such 

a portion of the population is poorly served by the current education which dictates 
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on the use of Kiswahili and English as the languages of instruction and 

communication at pre-primary level. Nevertheless, sufficient literature exists 

pointing out that children acquire linguistic and cognitive skills more readily in their 

home language (Kioko et al., 2014). More significantly, Hassanzadeh, Kamal and 

Farideh (2011) claim that, you can banish the mother tongue from the classroom, but 

you cannot banish it from the pupils‟ heads. For that case, there is a great need to 

employ first languages in teaching such that no child would be left behind because of 

his/her language background.   

These findings are supported by a study by Kayaoğlu (2012) who revealed that 

teachers had a positive attitude toward the integration of L1 into their classes, 

remarking that Turkish facilitates one‟s own teaching, particularly grammar and 

vocabulary at early stages. Further, the findings are in line with the study by Mbewe, 

Matafwali, and Kabaghe (2016)who reported that teachers were fully in support of 

using Chinyanja as a language of instruction at lower primary school in Lusaka 

district. More importantly, the study by Tackie-Ofosu et al. (2015) concurs with this 

study‟s findings by revealing that majority of teachers (68%) recommended for the 

use of both mother tongue and English at pre-primary level for effectiveness of 

teaching and learning, and better understanding of subject matter. More significantly, 

this study‟s findings is in line with a study by Chineke (2014) in Nigeria who 

reported that mother tongue instruction was regarded as an essential medium for 

achieving education for all at primary school level. Further, with the use of mother 

tongue, children were not alienated when the same language they spoke at home is 

used during their first contact with school. However, the observation by Chineke 

(2014) diverges to some point with this study‟s findings on the idea that L1 enhances 
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easy transition from home to school and therefore eases learning difficulty among 

primary school pupils. 

This study finding also diverges from the study by Njoroge and Gathigia (2012) in 

Kenya who revealed that the majority of teachers recommended for the use of child‟s 

first language in early years of formal learning with the reason that lessons in an 

unfamiliar language are mostly teacher centred since learners have not acquired 

reasonable proficiency in the target language. Therefore, use of a familiar language 

facilitates the use of effective child-centred teaching practices which encourage 

learners to be more active and become involved in the subject matter. Further, a child 

becomes more confident and able to express him/herself. Nevertheless, first language 

discussion facilitates acquisition of second language vocabulary. Furthermore, in 

contrast to this study‟s findings, a study by Agbedo, Krisagbedo and Eze (2012) in 

Nigeria suggested for mother tongue system of schooling as an instrument of 

decolonisation and a catalyst for sustainable national development.  

Looking at this study‟s findings, it can be established that teachers were in favour of 

the use of L1 to ensure provision of better education to all children regardless of their 

language background. This conception was different from teachers in a study by 

Chineke (2014) where L1 was supported as it enhances smooth transition from home 

to school. Further, in a study by Njoroge and Gathigia (2012) L1 is supported as it 

promotes learner centred approach to learning, contrary to unfamiliar language which 

is in most cases teacher centred. More importantly, in a study by Agbedo, 

Krisagbedo and Eze (2012) L1 was supported as it was viewed as an instrument for 

decolonization. Therefore, it is worth to argue that there are several reasons which 

are in favour of the use of L1 in teaching at pre-primary level.  
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Similarly, 20% of the parents involved in this study supported the use of first 

languages in teaching at pre-primary level. They held that, in a situation where a 

teacher realises that children are failing to catch up with the instruction due to 

language problems, he/she should not hesitate to integrate first language for the 

purpose of facilitating communication of instruction to all learners.  

These findings concur with the study by Tackie-Ofosu et al. (2015) in Ghana who 

revealed that most of the parents (75%) involved in the study preferred that both 

mother tongue and English language be used at preschool level. They argued that, 

integration of mother tongue (first language) enhances effectiveness of teaching and 

learning, as well as better understanding of subject matter. 

Contrary to this study‟s findings, the study by Aydin and Ozfidan (2014) in Turkey 

established that vast majority (70.00%)of the survey participants stated that 

education in mother language is important because education in mother language is 

the most fundamental indispensable human right, individuals express themselves 

better in their mother language, it is impossible to learn another language without 

learning mother language, that education in mother language is the primary 

precondition for learning another language, children with different mother languages 

have difficulties in their education lives, individuals without education in their 

mother language have difficult education processes, mother languages are very 

important in terms of spiritual and identity development of individuals. Again, 

mother languages are the most important tools for transferring cultural legacy.  

In line with this study‟s findings, the findings by Tackie-Ofosu et al. (2015) revealed 

that, parents supported the use of L1 as it enhances communication of instruction and 
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better understanding of the subject matter. However, in the study by Aydin and 

Ozfidan (2014), L1 was given a priority because it is an indispensable human right. 

Further, an individual expresses him or herself in his or her L1. Furthermore, it is 

impossible to learn another language without learning L1, and more importantly, 

mother languages are very important in terms of spiritual and identity development 

of individuals. 

Referring to the findings obtained under this objective, it can be observed that 

majority of stakeholders (parents and teachers) involved in this study were fully 

aware that first language has a significant influence in child‟s pre-reading skills 

development. Diversity in their perception is observed on deciding thatL1 be used in 

provision of instruction at pre-primary level. The findings clearly reveal that few 

participants involved in this study recommended for the use of first language in 

teaching at pre-primary level (25% of teachers and 20% of parents), while majority 

were against the use of first languages (75% of teachers and 80% of parents). From 

the aforegoing, it can be argued that, first languages are given very little attention 

due to various cognitive, social, political and economic reasons raised by majority of 

the participants. It can be observed that Kiswahili is given a high priority to be used 

as a language of instruction and communication at pre-primary level. This can be 

evidenced by the remarks by majority of parents and teachers who were involved in 

this study. They highly recommended that for those children who enroll while 

unfamiliar with the instruction language, efforts should be taken and supportive 

environment should be created to ensure that such children learn and understand 

Kiswahili. 
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Looking at the assertion by majority study participants, they did not recommend for 

the use of first language in teaching at pre-primary level due to several reasons. More 

importantly, the most interesting argument was the prevalence of diverse and 

complex interaction of language varieties in Tanzania. It has been presented in the 

literature that more than 120 languages exist in Tanzania. For that case, meeting the 

linguistic needs of every individual child is a great challenge. As long as Kiswahili is 

a Bantu language, comprising of local roots and widely spoken in public space, there 

is a great need to invest in it so that it becomes popular and familiar to majority 

language groups in Tanzania. Achievement in popularisation of Kiswahili would no 

longer make it be seen as an unfamiliar language when children enroll at pre-primary 

level. 

5.3 Integration of First Language in Teaching 

The findings under this objective reveal varied conceptions regarding how best could 

first language be employed in order to facilitate a child‟s development of pre-reading 

literacy skills. The major conception that was realised is code switching/code mixing. 

In this study 42% of the teachers and 30% of the parents reported that first languages 

should be integrated in teaching at pre-primary level, however not completely as 

languages of instruction, instead they should be integrated alongside Kiswahili 

language (the authorised language of instruction and communication at school). This 

means, a teacher is obliged to switch from Kiswahili to a local language or rather 

mix Kiswahili with other languages when he/she realizes that children have failed to 

grasp the concepts or catch up with the instructions being given. Code-switching and 

code-mixing involve alternation between languages, and are common 

communication strategies in bi-and multilingual contexts (Benson, 2004).  
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Practically, this calls for a bilingual or multilingual education where two or more 

languages are used in the process of teaching and learning. These findings are in line 

with the study by Sprenger-Tasch (2003) who revealed that 80% of the interviewed 

Ugandans preferred that the mother tongue be used, either alone or along with other 

languages, as medium of instruction in lower primary grades. Similarly, UNESCO 

(2014), reports that, in Thailand, under Patani Malay-Thai Bilingual/Multilingual 

Education [PM-MLE], both Thai and Patani Malay languages are used during the 

delivery of instruction. Teachers were allowed to switch between the two languages, 

or mix the languages for different purposes and at different times in the lesson.  

In a study by Gudyanga, Wadesango, and Dzirikure (2015) in Zimbabwe, it was 

revealed that most teachers (66.7%) preferred the use of English and Shona 

simultaneously. Their argument was that in a multilingual country such as 

Zimbabwe, it was possible that some learners might not understand either of the 

languages; there was a possibility that some children did not understand when 

teachers used only either English or Shona. Therefore, using both languages would 

help teachers clarify concepts and communicate effectively for the benefit of all 

learners. Further, learners would be comfortable and free to communicate with others 

in the language they know best; moreover, the concepts would be understood best if 

the mother tongue were used together with English because the teacher would be 

able to clarify concepts. Likewise in course of time, learners would get used to both 

languages, thus making it easy for them to communicate in English while at the same 

time using Shona with people who could not speak in English. This is termed as 

bilingual education (two-way bilingual education) where two languages are used in 

the delivery of instruction (Ball, 2011). Further, it is remarked by Ball (2011) as dual 
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language instruction, in which minority and majority language children are taught in 

both minority and majority languages. 

The findings of this study on this particular regard, are also in line with a study by 

Holloway (2000) who reported that, even in the English-only programmes in 

California where the law makers required teachers to teach in English exclusively, 

there were situations when the students did not understand a word or phrase even 

after the teacher had repeated it several times. It was revealed that, teachers were 

allowed to translate it in the child‟s native language and then resume teaching 

English. Similarly, in Hong Kong in English medium schools, they used the so called 

“mixed-code” teaching (Yau, 1989). The purpose of using mixed code (or code 

mixing) was to provide a learner with the comprehensible input which was so 

essential in language classes as well as in all kinds of learning (Krashen, 1985).     

Theoretically, switching of languages implies that in order to enhance smooth 

development of pre-reading skills among young learners, it is imperative to design 

the learning experiences by reflecting the learners‟ social experiences. Benson 

(2002); and Alidou et al. (2006) accentuate that cognitive development and literacy 

is best fostered in a familiar language. Forming a link between the home 

environment and school experiences does not only facilitate smooth transition to 

school, but also improves the quality and quantity of social interaction between 

learners and teachers and among learners themselves in the whole process of 

teaching and learning (Hardman et al. 2008). It is the same as what Vygotsky‟s 

socio-cultural theory addresses by maintaining that learning is a social process, 

meaning that for learning to occur, there must be a social interaction between 
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individuals. It is within this interaction where the learners who fail to accomplish 

certain tasks are assisted by the more knowledgeable peer or adult (Vygotsky, 1978).  

Basically, language is what harmonises social interaction between individuals. 

Therefore, when it happens that there is a language bridge between individuals, even 

their rate of interaction is affected. The same applies to learning when the language 

used at school is not familiar to learners and still the school dictates for the use of the 

official language which is to a great extent foreign to learners, no doubt, with such a 

learning environment, no social interaction is likely to take place. Baker (2006) states 

that “a language divorced from a culture is like a body without a soul”. It is for this 

reason that in majority of the classes where children were unfamiliar with the 

language of instruction and communication at school, the learning climate was 

inactive and children hardly did participate in the teaching and learning process.  

Similarly, switching of languages by integrating first languages aims at creating a 

link from what the child already knows to what is not yet known. It is the same as 

what the assimilation theory of learning addresses by maintaining that the most 

important single factor influencing learning is what the learner already knows 

(Ausbel et al., 1978). To Ausbel, for meaningful learning to occur, an individual 

must relate the new knowledge to relevant concepts he/she already knows; meaning 

that the new knowledge must interact with the learners‟ knowledge structure (Mayer, 

1999). Therefore, mixing languages by integrating the formal/official language with 

the native language (L1) is for the purpose of building an understanding of what the 

learners already know such that meaningful learning is likely to occur. This can be 

evidenced by a study by Njoroge and Gathia (2012) in Kenya where in the visited 

schools, learners did not understand some concepts in English, but when the teacher 
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switched to mother tongue the learners could say “haiyaa” surprisingly that what 

they had found incomprehensible was so easy to understand when communicated in 

their mother tongue.     

However, this study‟s findings are a bit different from some studies conducted in 

Philippines, Mali, Papua New Guinea and in the United State. In Philippines, 

learners acquire emerging literacy and numeracy in their mother tongue with the 

national language taught as a subject in the first three grades, transitioning to 

instruction in English and Filipino from grade 4 onwards (Philippines Department of 

Education [PDE], 2012). In Mali students begin primary school in theirL1, and they 

learn to read and write in it before starting to learn French. By the fifth and sixth 

grades, half of the teaching time is allocated to French and half to the national 

language. At this stage, students are expected to be able to learn subject content in 

each of the two languages. By the end of the six years of the primary school cycle, 

both languages are used equally as medium of instruction (Bühmann & Trudell, 

2008). 

In Papua New Guinea, learners begin three years of mother-tongue based education 

(1 year for Pre-school, plus Grades 1-2), in which reading and writing are taught in 

the language of the community and English is taught as a second language. 

Beginning in Grade 3, children start moving into English-medium instruction 

(Bühmann & Trudell, 2008). In United States there are various bilingual education 

programme models like English immersion programmes where students are pulled 

out of regular classes to teach them English as a second language for a certain 

number of years followed by immersion in English-language instruction (Bühmann 

& Trudell, 2008).  Also there are programmes that begin in the mother tongue and 
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transition into English after two or more years (Bühmann & Trudell, 2008). These 

are what Thomas and Collier (2002) termed as developmental (or maintenance) 

bilingual education in which children from one language community (one-way) or 

two language communities (two-way) are targeted. Under developmental 

bilingualism L1 is used as the primary medium of instruction for the whole of 

primary school while second language (L2) is introduced as a subject of study in 

itself to prepare students for eventual transition to some academic subjects in (L2) 

(Ball, 2011). 

Looking at the observed variation in the study findings, it can be noted that, this 

study‟s findings and those bearing similarity demand for a bilingual/multilingual 

education at early stage of learning. As for this study‟s findings, the study 

participants requested that, the moment children develop competencies in the 

authorised language of instruction (i.e. Kiswahili), the teacher will no longer need to 

integrate first languages, rather should stick to Kiswahili only. However, the studies 

diverging from this study finding call for monolingual education at early stages of 

learning where children are taught in their mother tongue only and later on 

transitioning to the official language.  

On the other hand, 58% of the teachers and 70% of the parents were against any form 

of first language integration. For that case, they did not recommend on how best it 

could be used. These findings relate with some scholar‟s views like Woolman 

(2001); and Wolff (2005) who describe indigenous languages (L1) as primitive 

idioms with limited communicative value, only to be spoken by illiterate hunters, 

farmers or cattle rearers and for highly restricted cultural matters only. They add that, 

first languages are not to be used for any advanced nor written communication 
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pertaining to the political, economic, cultural, and social matters of our times, in 

particular not for anything to do with modern technology, science, and political 

philosophy.  

In contrast, Aboderin (2012) reports that, child‟s first comprehension of the world 

around him, the learning of concepts and skills, and his perception of existence, starts 

with the language that he first acquires (i.e. his mother tongue). In addition, the view 

that children perform better when the school effectively utilises their first language, 

and where appropriate develops literacy in that language has for a long time been 

supported by various scholars like Cummins (2000); Kioko et al. (2008); (2015); 

Ball (2010); Noormohamad (2008); Qorro (2004); (2006); Rubagumya (2007); 

Senkoro (2004); (2005); UNESCO (2011); as well as Brock-Utne, Desai, Qorro and 

Pitman (2010).  

Looking at this study‟s findings, as well as the observation by Woolman (2001); and 

Wolff (2005) it can be observed that L1 is viewed as having very limited potential in 

academics as well as in the wider society in the spheres of political, social as well as 

economic aspects. However the study by Aboderin (2012) and several other scholars 

reveal that a child learns and understands the world around him or her in her L1. 

From this perspective, it is worth to argue that, there is no point of fearing to invest 

in the use of L1 in teaching at pre-primary level due to worthiness of L1 in 

enhancing development of pre-reading skills in children. More significantly, 

stakeholders should alter their negative perception on the potential of L1 in teaching 

at pre-primary level.    
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Further, teachers and parents insisted adhering to monolingual education where 

Kiswahili which is the national language and the authorised language of instruction 

and communication at pre-primary level has to be used. These findings are in line 

with the study by Gudyanga, Wadesango, and Dzirikure (2015) in Zimbabwe, where 

majority (86.0%) of parents preferred the use of English with the reason that, it is 

important for children to grow up having the knowledge of English which was also 

used in higher learning institutions, job interviews, and by most employers. Also, 

children already know or speak their mother tongue before going to school or 

preschool, therefore, it is better for them to be taught in a different language, that is, 

English. Furthermore, most of the subjects at school are being taught in English, 

therefore teaching English at an early age helps learners understand what was being 

taught much better. Nevertheless, interviews for enrolling learners in schools or 

preschools are conducted in English; therefore it would make it easy for learners to 

understand the language. Moreover, learners can fit in any English-speaking 

environment for example, outside the country without feeling inferior. Lastly, most 

of the television programmes, for example, cartoons, are in English, hence, learners 

would understand better, and become fluent speakers of the language, which would 

help them to do better in most subjects taught in English. 

It can be seen that parents were governed by their societal expectations. They did not 

recommend for any use of first language in teaching thinking that employing first 

languages could ruin their children‟s education which in turn would lead to failure to 

survive in the globalised world. For that case, it is worth to argue that stakeholder‟s 

cultural values, needs, beliefs, and expectations have a significant impact on the 

education policy as well as the educational programme at large. It is within the 
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cultural context that stakeholders draw their perspectives and perceptions towards a 

particular phenomena or aspect, just as Vygotsky (1978) accounts that intelligence 

originates in the society or culture. In this study, the parents did not recommend any 

form of first language integration since they had great urge for their children to 

acquire a kind of education that could make them resourceful in the tomorrow‟s 

world. 

It can be revealed that stakeholders (parents and teachers) hold different views 

regarding how best could first language be employed to facilitate child‟s 

development of pre-reading skills. The majority of study participants (70% of parents 

and 58% of teachers) were against any form of L1 integration in teaching at pre-

primary level. Only 42% of teachers and 30% of parents who were involved in this 

study supported the integration of first languages in teaching at pre-primary level. 

However, they did not recommend for it to be used solely as a language of 

instruction, instead it has to be used alongside Kiswahili (the authorised language of 

instruction at pre-primary level). This means that teachers are supposed to switch 

between languages or mix languages (Kiswahili and mother tongue (L1)). The span 

in the integration of first language would be the moment children internalise and 

develop skills and competencies in Kiswahili language. At this time, teachers would 

no longer be required to integrate first languages because children would understand 

and able to use and communicate in Kiswahili.  

This indicates that first languages are supposed to be used at early stages of learning 

where not all children are competent in Kiswahili. For that case, the integration of 

first language is for the purpose of enhancing communication and facilitating smooth 

transition from mother tongue to official language (Kiswahili).  In Tanzanian 
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context, taking into consideration the prevalence of diverse language varieties, the 

curriculum should provide an opportunity for flexibility in language use at pre-

primary level. This would provide a room for teachers to integrate first languages at 

early stages of learning for ensuring effective communication and delivery of 

instruction rather than binding learners to Kiswahili or English only. 

5.4 Impacts of First Languages in the Classroom 

The findings under this objective uncover various challenges brought by first 

language in the process of teaching and learning. The major findings realised were i) 

hard of learning, ii) communication barrier, and iii) inactive learning climate 

The findings indicate that children who were not familiar with the language used for 

instruction and communication at school experienced difficulty to understand what 

they were being taught or instructed. These findings relate to the argument posed by 

Dutcher (2004) that about 221 million children in developing countries enter the 

classroom unable to understand the language they are taught in. As a direct 

consequence, they are necessitated to struggle very much in order to understand the 

content as well as the instruction offered to them. These findings are also supported 

by Alidou et al. (2006) who report that in Africa, language is linked to poor 

achievement. More importantly, Kioko et al. (2014) report that education that is 

packaged in a language which the child does not understand is simply torture to the 

child, as a direct impact, such children have lower levels of attainment and 

achievement. 

It can be observed that all these happenings are due to the fact that there was no 

connection between the child‟s first language (mother tongue) and the instructional 
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language (Kiswahili). As a result, the concepts they encountered at school were new 

to their cognitive structure, thus making them fail to generate an association between 

what they are being taught or instructed to what they already know. It has been 

reported by Pinnock (2009) that when teachers use a language children don‟t 

understand, children learn to copy and often memorise the words and numbers, but 

do not understand them and cannot apply them usefully. More significantly, Khan 

(2014) reveals that, when literacy skills, such as reading, are taught in a foreign 

language, the children first have to gain familiarity with the sound before they can 

master the symbol. Such cognitive development takes time, which is a luxury 

submersion. This forces learners and teachers to resort to rote teaching and learning, 

where the children merely memorise what the teacher says without necessarily 

understanding the meaning. 

Theoretically, it implies that in order to facilitate learning among young children 

particularly in a country or society with diverse language background, a 

consideration of the learners‟ prior knowledge is very crucial. The observation from 

teachers is that learners failed to internalise what they were being taught at optimal 

level due to the reason that there was no connection between their prior language 

experiences with the language used for instruction and communication at school. 

This has been clearly substantiated by Ausbel‟s assimilation theory of learning which 

stands on meaningful verbal learning (Norbert, 2012).  The theory account that for 

meaningful learning to occur, individual learners must relate the new knowledge to 

relevant concepts they already know (Mayer, 1999). When it happen that the learners 

are not able to associate the new knowledge with their prior knowledge, they are 



103 

subjected to cramming without making sense of what they are being taught (Mayer, 

2002). 

Similarly, Vygotsky‟s (1978) socio-cultural theory advocates for the consideration of 

the learner‟s socio-cultural experiences when planning and designing for the learning 

experiences in order to enhance a link between the home experiences and school 

experiences. Referring to the study findings, the rate of understanding among 

children was very little because the language which was used for instruction and 

communication was awkward to them, as a direct consequence, it limited their social 

interaction in which individual learners could have assisted each other or assisted by 

adults (teachers).  

In contrast to this study‟s findings, in a study by Gicharu, Mwaniki, Kibui, Gichuhi, 

and Kahiga (2015) in Kenya it was revealed that children performed poorly because 

they were living with HIV/AIDS. The study indicated that 24% were stressed, 17% 

looked traumatised, 16% looked stigmatised, 14% had low esteem, and these led to 

their poor performance in the classroom. Furthermore, Ball (2010) reports that there 

are several other factors that limit school success such as poverty, with its attendant 

risk factors such as poor nutrition, high stress, and high stigma/discrimination. More 

importantly, this study‟s findings depart from the observation by Ntulo (2015) who 

reported that, children failed to develop pre-reading skills because majority of 

teachers teaching pre-primary school in Uyui district lacked teaching qualifications, 

psychology of child learning and methodological competencies, as well as 

involvement of parents in making a follow-up up on academic performance, buying 

text books and stationery, transport facilities, as well as food. As a result, these led to 



104 

most pre-primary pupils to perform poorly due to poor parental involvement in 

academic matters of their kids. 

Looking at this study‟s findings, it can be established that difficulty in learning was 

necessitated by lack of experiences with the language used in the delivery of 

instruction. However, Gicharu, Mwaniki, Kibui, Gichuhi, and Kahiga (2015); Ball 

(2010); and Ntulo (2015), exposed several other factors that could limit learning 

among children. For that case, it is worth to argue that, language experiences alone 

cannot satisfactorily explain hard of learning among children, rather it is the function 

of several factors as exposed in the studies that contrast with this study‟s findings. 

Teachers further claimed that they were spending much time in providing the 

instruction and repeating concepts in order to ensure that children understand. These 

findings concur with the arguments raised by Ball (2010) that when curriculum 

content is presented in an unfamiliar language, an enormous amount of time is 

usually spent; for instance teaching children to understand, speak, read, and write the 

second language or a foreign language, something that is extremely difficult and 

wastes valuable years in the early grades that could otherwise be spent learning to 

read and learning academic concepts in L1.  

On the other hand, in some classes where Kiswahili was L1 to majority, children 

were so quick in learning and teachers did not spend much time in delivering the 

instruction. These findings are supported by several empirical evidences on mother 

tongue education programmes. For instance, Schweers (1999) in Puerto Rico, 

Ministry of Education and Training [MOET] (2011) in Vietnam, Chuo and Walter 

(2011) in Cameroon, Walter and Dekker (2011) in Philippines, as well as Fafunwa, 



105 

Macauley and Sokoya (1989) in Nigeria.  All these studies reveal that children taught 

in their mother tongue performed better than those not taught in their mother tongue. 

The findings are also in line with the study by Endashaw (2016) who substantiates 

that learners who begin their schooling in a language they know well stand a better 

chance of academic success than those who begin in an unfamiliar language. 

These findings are further supported by scholars like Qorro (2006) as well as Brock-

Utne, Desai, Qorro and Pitman (2010).These authors state that, children learn better 

when they are taught in a familiar language. When children make sense in what they 

are taught, they are able to relate or generate a connection between the learned 

concepts with their prior experiences. It is at this moment that a child is able to 

associate sounds, meaning as well as concepts in the language they are taught in. In 

addition, Smits et al. (2008); Alidou et al. (2006); and Ball (2010) reveal that, 

delivering education in a familiar language supports local culture and parental 

involvement; improves children‟s self-concept and identity; improves internal 

educational efficiency; facilitates learning a second or foreign language, and 

improves access to education.  

However, this study‟s findings diverge from the study by Abolarin (2014) who 

reported that the learning outcomes of preschoolers appear to be influenced by a 

variety of factors. These include: the child‟s state of health both at prenatal stage and 

after birth, his or her intelligence, and temperament, interaction with parents and 

peers, parental socio-economic status, a very conducive environment of learning, 

teacher quality, appropriate teaching method, as well as teaching materials. 
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Looking at this study‟s findings, as well as the studies bearing similarity, it can be 

established that learning in a familiar language determines positive achievement in 

child‟s learning. However, there are several other factors that account for 

achievement in learning as presented by Abolarin (2014). Therefore, when planning 

and designing for teaching and learning experiences at pre-primary level, a 

consideration of all these interacting factors should be taken into account, rather than 

solely focusing on the language of instruction. 

This study‟s findings further reveal that there was a great challenge in 

communicating with first language learners. These findings are consistent with the 

arguments posed by various researchers like Mekonnen (2005); Heugh, Benson, 

Gebre, Yohannes, and Bogale, (2012); Woldemariam (2007); Benson (2002) who 

account that provided that there are other factors that cause difficulties to second 

language learners, language barrier stands out as the overwhelming factor. These 

findings are supported by a study by Wedin (2005) in Tanzania who reveals that 

while nearly no teachers reported to use Runyambo in school (which is the native 

language among the Nyambo speaking community in Karagwe) teachers tended to 

use Runyambo in lower classes in to ensure effective delivery of instruction to 

children. Similarly, a study by Pliiddemann, Mati and Mahlaleta-Thusi (1998) 

reveals that there was a communication breakdown in English- and Afrikaans-

medium classrooms. Teachers expressed a frustration in situations in which they 

could not communicate effectively with the majority of their learners. Children 

required a lot of scaffolding if they were to say anything at all in their additional 

language. This in turn made slow communication at times.  
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Furthermore, in a study by Adamo and Igene (2015) in Nigeria it was found that 

pupils used the Nigerian Pidgin (NP) to communicate with themselves, and with the 

teacher. Most of the teachers (72%) expressed concern on the poor English 

backgrounds of the pupils. Considering their varied linguistic backgrounds, they 

were unconvinced whether the pupils actually understood the content of what they 

were teaching. More significant, a study by Admassu (2016) reveals that among the 

challenges faced by the L1 learners is language barrier. In contrast to this study‟s 

findings Admassu (2016) reports that as beginners, linguistic minority children find 

themselves in an environment that is different to them and consequently face a 

number of different challenges as they struggle to adjust to mainstream classes 

including social challenges like isolation from their classmates when they try to work 

together, as well as psychological problems. For instance, learners with limited 

Amharic proficiency were too shy to communicate in Amharic in front of their peers. 

This shyness prevented them from demonstrating the little understanding they had 

because they could not communicate in Amharic (Admassu, 2016).  

However, in some classes, where majority of the children were competent in 

Kiswahili, communication was effective and there were no wastage of time in 

delivery of the instruction. Reflecting to Tanzanian context, it is worth to argue that 

language ideologies in schools favours the small minority of children raised in an 

environment where Kiswahili is spoken, such as urban middle-class contexts, while 

schooling for the great majority implies drastic changes in language use. 

In this study, it is further presented that the learning climate in a class that constituted 

first language learners was inactive. These findings are in line with the observation 

by Ball (2010) that children who cannot understand the language used in the 



108 

classroom, are unable to demonstrate what they know, ask questions, and participate. 

Basically, in a class where children hardly demonstrate what they know, or rather ask 

questions, it is obvious that the teaching and learning process cannot be active. 

However, this study‟s finding diverges from the observation by Gicharu, Mwaniki, 

Kibui, Gichuhi, and Kahiga (2015) who established that children did not actively 

participate in the teaching and learning activity (both indoors and outdoors) because 

they were living with HIV/AIDS. Children could not actively participate in learning 

as they were emotionally stressed, traumatised, stigmatised, and had low esteem 

which was due to HIV/AIDS infections. 

Moreover, this study‟s findings reveal that teachers assumed the dominant role of the 

instructors instead of being facilitators. These findings concur with the observation 

by Pliiddemann, Mati and Mahlaleta-Thusi (1998) who reported that, teacher‟s 

perception that learners would not be able to answer in an official language led to a 

teacher-dominated approach to learning. In an effort to control children at all costs, 

teachers mostly resorted to teacher-centred lessons in which children were seldom 

given the chance to initiate anything (Pliiddemann et al., 1998).  

The findings further reveal that, to some children, school attendance was being 

affected and at most, other children dropped out from schooling. The findings are in 

line with a study by Pinnock (2009); and Kioko et al. (2014) who revealed that 

having an unfamiliar language of instruction has a strong negative effect on 

children‟s school attendance and achievement. More significantly, Smits, Huisman, 

and Kruijff (2008) reports that, the research conducted for UNESCO in 2008 found 

that in 26 countries, the language of instruction was linked to more than 50%of 

school drop-out among children who didn‟t speak the school language. Further, 
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Bender et al. (2005), reveal that, about half of the 75 million primary school aged 

children who are out of school are affected by not speaking the language used in 

school.  

Theoretically, this implies that, when children lack a connection between the school 

and home experiences, the environment becomes awkward to them. Basically, 

language is an essential tool that promotes interaction among individuals. Therefore, 

when it happens that the language used for instruction and communication at school 

is unfamiliar to children, it is obvious that there is no social interaction likely to take 

place in such context. According to Vygotsky (1978) for social interaction to occur, 

there must be a connection between the new experiences with the learner‟s social 

experiences. 

In contrast, the study by Hussain, Salfi and Khan (2011) reveals that, school dropout 

was linked to economic factors, physical factors, geographical factors, administrative 

factors, curriculum related factors, and teacher related factors as well as educational 

environment related factors. Similarly, in the study by Shah, Shah, and Ayaz (2015) 

it was revealed that school dropout was necessitated by unawareness of the parents 

about the importance of education, poverty of the parents, heavy work load at home, 

teachers‟ absenteeism, unskilled and untrained teachers, failure or repetition of 

grades, shortage of teachers, corporal punishment by the teachers, as well as 

migration of parents. More importantly, Attaullah (2000) identified health problems 

and family diseases, domestic work, poverty, rough climate, parental indifference, 

transportation and irregular attendance as the major contributing factors to school 

dropout. 
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Referring to this study‟s findings, it can be observed that unfamiliar language 

necessitated poor school attendance and drop out. However, there are several other 

factors that can affect the child‟s school attendance and ultimately lead to drop out as 

revealed by Hussain, Salfi and Khan (2011); Shah, Shah, and Ayaz (2015); as well as 

Attaullah (2000). For that case, it can be established that, when addressing the 

problem of school attendance and school dropout among pre-primary children, there 

is a great need to look beyond the language used for instruction and communication 

at school. 

5.5 Chapter Summary 

This chapter provided a detailed discussion where the crucial findings have been 

discussed exhaustively by describing how they relate to and diverge from other 

works. More importantly, the discussion of the findings has been merged with the 

theories as well as the conceptual framework that underpinned the current study.  
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CHAPTER SIX 

SUMMARY, CONCLUSION AND RECOMMENDATIONS 

6.1 Introduction 

This final chapter summarises, concludes and provides general recommendations 

based on the study findings and discussion. The recommendations are preceded by a 

summary of the findings and conclusions.  

6.2 Summary 

The summary is organised into two sections: Summary of the study process and 

summary of the findings.  

6.2.1 Summary of the Study Process 

This study was developed with reflection to the prevailing controversy on the 

language of instruction in the world with a specific focus on the Tanzanian context. 

Specifically, the study explored the way parents and teachers conceived the use of 

first language in child‟s development of pre-reading literacy skills. 

Following a literature review to gain both international and local standpoints, there 

was a great need to conduct a study that would provide a comprehensive picture of 

what parents and teachers conceived in the use of first languages at pre-primary level 

based on the insiders‟ (parents‟ and teachers‟) perspectives. Three research questions 

in line with the study objectives were developed for this research; how do parents 

and teachers conceive the use of first language in child‟s development of pre-reading 

skills?; how could first language be integrated in teaching to facilitate child‟s 

development of pre-reading skills?; and what are the impacts of first languages in the 

classroom in child‟s development of pre-reading skills?. Following data collection 
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and analysis, the study summarises the study findings consistently with the study 

objectives guided the study. 

6.2.2 Summary of the Study Findings 

6.2.2.1 Conceptions of parents and Teachers in the use of First Language 

This study establishes that the majority of study participants (parents and teachers) 

had similar understanding on the concept first language.  They accounted first 

language as the mother tongue of a particular speech community; the language which 

an individual child acquires for the very first time in life and uses it in overall daily 

activities, and which stands as an identity to an individual belonging to a particular 

community or cultural group. 

Both parents and teachers were found to hold similar perception that first language 

has a significant contribution in enhancing a child‟s development of pre-reading 

skills. They stated that language experiences stand out as a foremost aspect that 

determines a child‟s abilities to comprehend information from talking and later on 

the texts. For that case, it is worth to argue that pre-reading skills would easier 

develop if the child‟s language experiences is enough and bears similarity with the 

language used for instruction and communication at school. 

Further, parents and teachers were found to hold different viewpoints regarding the 

use of first languages. It was revealed that majority of the study participants (75% of 

the teachers and 80% of the parents) involved in this study did not recommend the 

L1 for use at pre-primary level. On the other hand, few participants (25% of teachers 

and 20% of parents) involved in this study supported the use of first language at pre-

primary level in order to enhance development of pre-reading skills in children. 
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6.2.2.2 Integrating First Language in Teaching. 

The study establishes that the study participants had different conceptions with 

regard to the way first language could be integrated in teaching. It was revealed that 

42% of the teachers and 30% of the parents who were involved in this study reported 

that the best approach of utilising first language was through code mixing where first 

language has to be integrated alongside Kiswahili at early stages of learning. The 

other 58% of teachers and 70% of parents who were involved in this study were 

against any form of first language integration. Teachers claimed that integrating first 

languages in whatever form, could make learners become lenient in learning, while 

parents on their side, argued that first languages were not important and in most 

cases, limited to a tribal context. 

6.2.2.3 The Impacts of First Language in the Classroom 

The study establishes that children who are not familiar with the language used for 

instruction and communication at school do not understand what they are being 

taught or instructed. Teachers spent much time in providing instruction as well as 

repeating concepts several times such that children understand. It was quite different 

in classes where children were familiar and competent in the language of instruction 

and communication (i.e. Kiswahili). 

Further, the study establishes that there was a problem of communication in classes 

that constituted first language learners. Children were reported to communicate 

among themselves and with the teachers in their local languages. However, in some 

pre-primary classes particularly those located in urban centres, there were no 

challenges with communication. Such children were familiar and competent with the 

language of instruction (i.e. Kiswahili). 
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Moreover, it was established by the study that, in classes that constituted first 

language learners, the learning climate was inactive. Children were reported not to 

participate during the teaching and learning process, they were not happy, even 

school attendance was affected with some children. As a direct impact, this situation 

triggered the teaching and learning activity into a teacher-centred approach. This was 

partly the case because children could not demonstrate what they knew or rather ask 

questions. Likewise, the perception by teachers that children would not be able to 

answer in an official language (Kiswahili) necessitated the teacher-dominated 

approach to learning. However, in classes where majority of children were familiar 

and competent in Kiswahili, the learning climate was very active, children were 

happy and improved their school attendance and participated fully in the process of 

teaching and learning. Since children actively engaged in teaching and learning, the 

role of the teachers was that of the facilitators and not of the instructor, thus 

promoting the learner centred approach to learning.   

6.3 Conclusions 

Based on the study findings and discussion of the major findings, the following are 

some conclusions made.  

i. Both parents and teachers had similar conception regarding the concept L1. 

They accounted L1 as the mother tongue of a particular speech community; the 

language which an individual child acquires for the very first time in life and 

uses it in overall daily activities, and which stands as an identity to an individual 

belonging to a particular community or cultural group. 

ii. Although parents and teachers were aware of the imperative role of first 

language in enhancing development of pre-reading skills to pre-primary 
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children, the majority of study participants did not recommend the use of first 

languages in teaching at pre-primary school.   

iii. Few study participants recommended that first language could be effectively 

utilised through code mixing at early stages of learning when children have not 

developed skills and competencies in the official language of instruction 

(Kiswahili). The moment children master Kiswahili, teachers would no longer 

need to integrate the first languages in teaching and learning. On the other hand, 

majority of study participants (parents and teachers) were against any form of 

first language use at pre-primary level.    

iv. In classes where the majority of children were not familiar with the language of 

instruction (i.e. Kiswahili) learning among children was difficult, 

communication was a great challenge and children did not actively engage in the 

process of teaching and learning. However, in classes where children were 

familiar and competent in Kiswahili, children enjoyed learning, communication 

was effective and they actively engaged in the process of teaching and learning.  

6.4 Recommendations 

This study presents three forms of recommendations: recommendations for practice, 

recommendations for policy, and recommendation for future research. 

6.4.1 Recommendations for Practice 

i. Teachers should involve or engage children through songs, actions, concrete 

objects in teaching various concepts such that even those children who are 

not familiar with the language used can generate or develop association 

between sounds, symbols and concepts being taught. 
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ii. Popularisation of Kiswahili. In a country like Tanzania characterised by 

diverse language varieties, there is a need to spread Kiswahili more since it is 

a Bantu language comprising of local roots and widely used in public space. 

iii. Parents should regularly speak to their children in Kiswahili in order to 

familiarise them with Kiswahili which is used as a language of instruction 

and communication at pre-primary level.  

6.4.2 Recommendation for Policy 

Policy makers should recognise the prevalence of diverse language varieties in 

Tanzania by formally allowing flexibility in language use at pre-primary level in 

early stages of learning rather than dictating on the use of Kiswahili and English 

only. 

6.4.3 Recommendations for Future Research 

i. This study involved parents and teachers in exploring conceptions in the use 

of L1 in child‟s development of pre-reading skills. The study recommends 

further studies that would encompass a range of stakeholders such as policy 

makers, school providers, primary educators, professionals in PPE, children, 

parents and pre-primary teachers.  

ii. An action research should be conducted on how first language can be 

effectively benefited in the classroom at pre-primary level. 

iii. The study recommends for further research on how could parents or 

community members participate to eliminate the challenges faced by first 

language learners during teaching and learning process at pre-primary level. 
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APPENDICES 

Appendix  A: Interview with Teachers 

Part A: Invitation to the study 

Dear sir/Madame 

My name is FADHIL, Abubakari, I kindly invite you to take part in this study which 

explores the conceptions of parents and teachers in the use of first language in child‟s 

development on reading literacy skills in Tanzania. This study is part of 

accomplishment of my Master degree at the University of Dodoma. The results of 

the study will be available at the University of Dodoma, and some academic journals 

or articles. The information obtained from this study will be confidential and no one 

will be identified. You are welcome. 

Part B: Personal Particulars 

i) Name of the Informant……………………………..(optional) 

ii) Sex ………… (Male or Female)      

iii) iii) Educational Level ……………………… E.g. Form Four 

iv) Professional Qualification …………………E.g. Certificate in ECE 

v) Location ……………………….. 

vi) Occupation …………………….. 

 

Part C: Questions 

1. What do you understand by the concept first language? 

2. Which languages do children speak at school? 

3. Which language do children understand most? 

4. What are general skills and competencies a child is supposed to demonstrate 

at pre-primary level? 
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5. Do you think the child‟s first language has a significant contribution to the 

child‟s pre-reading skills development? If Yes/No, Why? 

6. What recommendations do you give on the use of child‟s first language in 

teaching to enhance child‟s development of pre-reading skills? Give reasons 

for your opinions.  

7. For children who are not familiar with the language of instruction, what do 

you recommend for them? 

8. If first language is to be integrated in teaching young children, how do you 

recommend for its use? 

9. What are the challenges brought by first language learners in the classroom? 

10. How do teachers adapt to such challenges brought by first language learners 

to ensure effective delivery of instruction to all learners? 
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Appendix  B: Focus Group Discussion with Parents 

Part A: Invitation to the study 

Dear parents 

My name is FADHIL, Abubakari, I kindly invite you to take part in this study which 

explores the conceptions of parents and teachers in the use of first language in child‟s 

development on reading literacy skills in Tanzania. This study is part of 

accomplishment of my Master degree at the University of Dodoma. The results of 

the study will be available at the University of Dodoma, and some academic journals 

or articles. The information obtained from this study will be confidential and no one 

will be identified. You are welcome. 

Part B: Personal Particulars 

i) Name of the Informant……………………………..(optional) 

ii) Sex ………… (Male or Female)      

iii) Educational Level …………………………….E.g. Form Four 

iv)       Professional Qualification …………………….. E.g. Certificate in ECE 

iv) Location ……………………….. 

v) Occupation …………………….. 

 

Part C: Questions 

1. What do you understand by the concept first language? 

2. Which languages do your children speak at home? 

3. Which language do your children understand most? 

4. What are general skills and competencies a child is supposed to demonstrate at 

pre-primary level? 

5. Do you think child‟s first language has a significant contribution in child‟s 

development of pre-reading skills?  
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6. What are your views towards the use of child‟s first language in child‟s 

development of pre-reading skills? 

7. For children who are not familiar with the language of instruction, what do you 

recommend for them?  

8. If the child‟s first language is to be integrated in teaching children, how do you 

recommend for its use? 
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Appendix  C: Observation Guide 

Part A: Invitation to the study 

Dear sir/Madame 

My name is FADHIL, Abubakari, I kindly invite you to take part in this study which 

explores the conceptions of parents and teachers in the use of first language in child‟s 

development on reading literacy skills in Tanzania. This study is part of 

accomplishment of my Master degree at the University of Dodoma. The results of 

the study will be available at the University of Dodoma, and some academic journals 

or articles. The information obtained from this study will be confidential and no one 

will be identified. You are welcome. 

Part B: Personal Particulars 

i) Name of the Informant……………………………..(optional) 

ii) Sex ………… (Male or Female)     

iii) Educational Level ……………………… E.g. Form Four 

iv)       Professional Qualification ……………… E.g. Certificate in ECE 

v) Location ……………………….. 

vi) Occupation …………………….. 

Part C: Observation cases 

1. Challenges brought by first language learners in the classroom 

2. How teachers adapt to such challenges to ensure effective delivery of 

instruction to all learners  
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Appendix  D: Correction Report as per External Supervisor’s Observation 

S/N Title Type of Error Response from the 

candidate 

1. Study title Use of the word 

“Stakeholders” made the title 

vague 

 

 

 

 

The word „construction‟ was 

suggested to be altered to 

conception for the title to 

read more better  

The words „parents‟ and 

„teachers‟ were used 

instead‟ to make it 

specific and precise in the 

whole document where 

the word „stakeholders‟ 

was used before. 

The word „construction‟ 

has been altered to 

conception in the study 

title and in the whole 

document where the word 

construction was used 

before 

2. Chapter One Grammatical error, page 2 

and 5 

Corrected as per external 

supervisor‟s comment 

3 Chapter 

Two 

Grammatical error, page 25 Corrected as per external 

supervisor‟s comment 

4. Chapter 

Five 

Grammatical error, page, 84, 

86, and 100. 

Corrected as per external 

supervisor‟s comment 

5. Chapter Six Grammatical error, page, 115 Corrected as per external 

supervisor‟s comment 

Source: Researcher, 2017 
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Appendix  E: Confidentiality Agreement Form 
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Appendix  F: Permission Letter from The University of Dodoma 
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Appendix  G: Permission Letter from Geita District 

 


