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CHAPTER FIVE 

DATA ANALYSIS AND INTERPRETATION 

5  

5.1 INTRODUCTION 

This chapter presents the statistical analyses and interpretation of all 

responses obtained from the learner and educator participants in order to 

determine the extent to which mediation is applied in the English classroom 

and learners‟ fundamental rights are advanced.  Furthermore, the observation 

and the group interview data are also interpreted and triangulated with the 

questionnaire data. 

The data analyses and interpretations will be dealt with in the following 

sequence:  

 Biographical information of the participants 

 Data analysis and interpretation: learner and educator quantitative 

responses 

 Data analysis and interpretation:  focus group interviews 

 Data analysis and interpretation:  observations 

 Triangulation of data 

The next section focuses on the biographic information of the participants who 

took part in the study.  Data are displayed in tables and graphs.  The data in 

the graphs were rounded off to the nearest integer. 

5.2 BIOGRAPHICAL INFORMATION OF THE PARTICIPANTS 

The researcher involved four schools in her research.  Only Grade 11 English 

subject educators participated in the study, as well as Grade 11 learners of 

each school.  
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5.2.1 Biographical information of learners 

The aim of gathering biographical information is to determine personal 

characteristics of research participants (Mertens, 2010:121). 

Table 5.1 will present the data on the grades of the participating learners. 

Table 5.1: Grade of learners 

Grade f % 

99,3%

0,7%

Grade 11 Missing

 

11 296 99.3 

Missing 2 0.7 

Total 298 100 

 

The table above, Table 5.1, indicates that all learners who took part in the 

study were in Grade 11.  The target group was Grade 11. 

Table 5.2 will present the data on the gender of the participating learners. 

Table 5.2: Gender of learners 

Gender f % 

Male
57,4%

Female
39,3%

Missing 
3,4%

Male Female Missing

 

Male 171 57.4 

Female 117 39.2 

Missing 10 3.4 

Total 298 100 
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One can deduct from the data in Table 5.2 that the majority of the learner 

participants were male (57.4%) while females were in the minority (39.3%).   

Table 5.3 will present the ages of all learner participants. 

Table 5.3: Age of learners 

Age f % 

15
0,3% 16

19,5%

17
44,5%

18
19,5%

19+
14,8%

Missing
2,7%

15 16 17 18 19+ Missing

 

15 1 0.3 

16 58 19.5 

17 129 44.5 

18 58 19.5 

19+ 44 14.8 

Missing 8 2.7 

Total 298 100 

As seen from Table 5.3, most of the learner participants were 17 years of age 

(44.5%) – generally accepted as the estimated age of a learner in Grade 11. 

Table 5.4 will present the type of school that each of the learner participants 

attended. 
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Table 5.4: Type of school 

School f % 

99,3%

0,7%

Secondary Missing

 

Secondary 296 99.3 

Missing 2 0.7 

Total 298 100 

   

296 (99.3%) learners who participated in the study indicated that they were 

attending a secondary school.  For some reason, two learners did not respond 

to this item. 

Table 5.5 will present the situatedness of the schools. 

Table 5.5: Situatedness of the schools 

Situated f % 

Town
65%

Township
34%

Missing
1%

Town Township Missing

 

Town 194 65.1 

Township 101 33.9 

Missing 3 1.0 

Total 298 100 

   

Of all the learner participants, 65.1% (194) were attending a town school while 

the smaller percentage (33.9%;  101) indicated that they attended a school in 

the township. 

Table 5.6 will present the home language of the learner participants. 
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Table 5.6: Home language of learners 

Language f % 

English
16,4%

Afrikaans
17,4%

Sotho
44,0%

Zulu
7,4%

Tswana
2,7%

Xhosa
6,7%

Other
4,4%

Missing
1,0%

English Afrikaans Sotho Zulu Tswana Xhosa Other Missing

 

English 49 16.4 

Afrikaans 52 17.4 

seSotho 131 44.0 

isiZulu 22 7.4 

Tswana 8 2.7 

isiXhosa 20 6.7 

Other 13 4.4 

Missing 3 1.0 

Total 298 100 

By far the majority of learners spoke seSotho as home language (44.0%;  

131). Afrikaans (17.4%;  52) and English (16.4%;  49) were respectively the 

second and third most popular choice as home language indication.  

Table 5.7 will present the information on whether the learner participants took 

English as Home, First Additional, or Second Additional Language as subject. 



 

Chapter 5: Data analysis and interpretation 183 

Table 5.7: English taken as Home-, First Additional- or Second 

Additional Language 

English 

Language 

f % 

Home
44,3%

First Additional
43,6%

Second 
Additional

10,1%

Missing
2,0%

Home First Additional Second Additional Missing

 

Home 132 44.3 

First 

Additional 

130 43.6 

Second 

Additional 

30 10.1 

Missing 6 2.0 

Total 298 100 

As seen in Table 5.7, learners who participated in this study were mostly 

taking English as their Home or First Additional Language. 

The next section contains the biographical data of educators as indicated by 

each participant. 

5.2.2 Biographical information of educators 

Table 5.8 will present the position in which each of the participating educators 

was appointed at their schools. 
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Table 5.8: Position 

Position f % 
HOD

11,8%

Educator
88,2%

Missing
0%

HOD Educator Missing

 

HOD 2 11.8 

Educator 15 88.2 

Missing 0 0 

Total 17 100 

 

Most of the educators who participated in this study indicated that they were 

educators at their schools (88.2%;  15). 

Table 5.9 will present the type of school at which each educator participant 

worked. 

Table 5.9: Type of school 

School f % 

Secondary
100%

Missing
0%

Secondary Missing

 

Secondary 17 100 

Missing 0 0 

Total 17 100 

 

As seen in Table 5.9, all the educators indicated that they were teaching at a 

secondary school. 
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Table 5.10 will present the situatedness of the educator participants‟ schools. 

Table 5.10: Situatedness of the schools 

Situated f % 

Town
70,6%

Township
29,4%

Missing
0%

Town Township Missing

 

Town 12 70.6 

Township 5 29.4 

Missing 0 0 

Total 17 100 

 

Most of the participants (70.6%; 12) confirmed that they taught at a town 

school, while 29.4% (5) indicated a township school. 

Table 5.11 will present the gender of the educator participants. 

Table 5.11: Gender 

Gender f % 
Male
11,8%

Female
88,2%

Missing
0%

Male Female Missing

 

Male 2 11.8 

Female 15 88.2 

Missing 0 0 

Total 17 100 

 

Female educators were by far the majority of participants in this study (88.2%;  

15), whereas males only contributed to 11.8% of the responses. 

Table 5.12 will present the nationality of the educator participants. 
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Table 5.12: Nationality 

Nationality f % 

Black 
71%

White 
29%

Missing
0%

Black White Missing

 

White  12 70.6 

Black 5 29.4 

Missing 0 0 

Total 17 100 

More than three quarters of the educators who participated in this research 

were white (70.6%; 12).  The remaining educators were black participants. 

Table 5.13 will present the age group in which the participating educators fell. 

Table 5.13: Age 

Age f % 

20-29
12%

30-39
35%40-49

47%

50-59
6%

Missing
0%

20-29 30-39 40-49 50-59 Missing

 

20-29 2 11.8 

30-39 6 35.3 

40-49 8 47.0 

50-59 1 5.9 

Missing 0 0 

Total 17 100 

The majority of educators in this study (53%; 9) were between the ages of 40-

59 while the minority of the educator participants were younger.  It is apparent 

to the researcher that most of the educators who took part in this study should 

therefore have come across fundamental rights, the application and 

importance and advancement thereof, due to their age. 
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Table 5.14 will present the years of teaching experience of each of the 

educators who took part in the study. 

Table 5.14: Teaching experience 

Teaching 

experience 

f % 

1-3 years
11,8%

4-6 years
23,5%

7-10 years
17,6%

11-15 years
23,5%

16-20 years
11,8%

21-25 years
5,9%

26+ years
5,9%

1-3 years 4-6 years 7-10 years 11-15 years

16-20 years 21-25 years 26+ years

 

1-3 2 11.8 

4-6 4 23.5 

7-10 3 17.6 

11-15 4 23.5 

16-20 2 11.8 

21-25 1 5.9 

26+ 1 5.9 

Missing 0 0 

Total 17 100 

The majority of the educators who participated in this study had more than six 

years‟ teaching experience (64.7%; 12).  It seems evident that the more 

experienced the educators who took part in this study were, the better the 

possibility would be that they realized the importance of applying mediation 

and advancing each learner‟s fundamental rights. 

Table 5.15 will present the qualification (REQV-level) of each educator 

participant. 
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Table 5.15: Qualification 

Level f % 

REQV 14
53%

REQV 15
23,5%

REQV 16
23,5%

Missing
0%

REQV 14 REQV 15 REQV 16 Missing

 

REQV 14 9 53.0 

REQV 15 4 23.5 

REQV 16 4 23.5 

Missing 0 0 

Total 17 100 

Not one of the educators in this study was qualified on a notch lower than 

REQV 14 (Grade 12 + 4 years).  In fact, 47% were on either REQV 15 (Grade 

12 + 5 years) or REQV 16 (Grade 12 + 6 years).  This confirms that all 

educators who took part in this research were well qualified. 

The next section will present the data analysis and interpretation of the learner 

and educator participants‟ quantitative responses. 

5.3 DATA ANALYSIS AND INTERPRETATION:  LEARNER AND 

EDUCATOR QUANTITATIVE RESPONSES 

Both the learner and educator questionnaires comprised of a Section B and a 

Section C.  The responses of the learners and educators are reported 

together to ease the making of comparisons. 

The following section will present the responses on mediation and the 

application thereof in the classroom. 

5.3.1 Section B:  Mediation of learning 

In Section B, the researcher attempted to determine to which degree 

mediation took place in the English classroom.  In analysing the responses, all 

the questions in the questionnaire were clustered according to the mediation 

criterion which they represented.  Principles 6 (mediation of sharing 
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behaviour) and 12 (feeling of belonging), as well as 8 (mediation of challenge) 

and 11 (mediation of an optimistic alternative) were grouped together, as they 

share a common interest. 

Table 5.16 will present learner and educator responses on principles of 

mediation. 

The ideal responses in this section would have been strongly agree, as such 

responses would have provided a strong indication of educators who support 

a mediated learning approach. 

Unless otherwise indicated, strongly agree/agree and strongly 

disagree/disagree responses were not clustered together in interpretations. 

Table 5.16: Section B – Learner and educator responses on principles 

of mediation: intentionality and reciprocity 

Mediation principle: 1. INTENTIONALITY AND RECIPROCITY 

1. The intention of the lesson is made clear 

 Learners Educators 

Strongly disagree 12 4.0% 0 0% 

Disagree 35 11.7% 1 5.9% 

Agree 156 52.4% 9 52.9% 

Strongly agree 91 31.6% 6 35.3% 

Missing 4 0.3% 1 5.9% 

Total 298 100% 17 100% 
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The researcher expected that all the participants should strongly agree to the 

fact that intentions with lessons are made clear, as Feuerstein et al. (1994:17;  

cf. 2.5.1.1) emphasize the necessity of this principle as a main condition of 

mediation because all learning contents are shaped by the intention to 

mediate (Feuerstein et al., 1985:48; Blagg, 1991:19; Falik, 2001; Tzuriel, 

2001:25-27; Feuerstein et al., 2002:75; Deutsch, 2003:34-37; Feuerstein et 

al., 2010:41).   

Although the majority of learners and educators who took part in the study 

agreed (52.3%;  52.9%) and strongly agreed (31.5%;  35.3%) respectively that 

intentions with lessons were made clear, it is alarming that 15.7% of the 

learners disagreed and strongly disagreed.  This negative learner response 

could imply that learners were bombarded with lesson content without 

knowing what the educators wished to achieve, which contradicts the 

literature that emphasizes that intentions with teaching and learning should be 

made clear. 

Based on the responses of the participants, it appears that the majority of the 

participating educators complied with the principle of intentionality and 

reciprocity, but that there were a number of educators who seemingly needed 

to be made aware of the importance of communicating the intentions of 

lessons to learners.  This compliance seems to be advantageous to 
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fundamental rights, knowing that learners have a right to be informed in 

advance what should be achieved with their learning (cf. 2.2; 2.5.1.1). 

Table 5.17: Section B – Learner and educator responses on principles 

of mediation: transcendence 

Mediation principle: 2. TRANSCENDENCE 

20. Lessons are linked to  real-life experiences 

 Learners Educators 

Strongly disagree 22 7.4% 0 0% 

Disagree 59 19.8% 0 0% 

Agree 118 39.6% 13 76.5% 

Strongly agree 96 32.9% 3 17.6% 

Missing 1 0.3% 1 5.9% 

Total 298 100% 17 100% 

 

Feuerstein et al. (2010:45) highlight that transcendence is the humanizing 

feature of the interaction between a human being and the world (cf. 2.5.1.2).  

It would be ideal if all educators strongly agreed that they apply this mediation 

principle in their classrooms. 

The majority of the participants agreed (learners: 39.6%;  educators: 76.5%) 

and strongly agreed (learners: 32.9%; educators: 7.6%).  However, it seems 
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disconcerting that 27.2% of the learners who took part in this study disagreed 

and strongly disagreed that transcendence took place in their classrooms. 

It seems to the researcher that most of the participants agreed that mediation 

of transcendence occurred in their classrooms, thus supporting the literature 

(Blagg, 1991:51; Falik, 2001b; Tzuriel, 2001:25-27; Deutsch, 2003:34-37;  

Fraser, 2006:10; Feuerstein et al., 2010:45; cf. 2.5.1.2).  Although this 

response seems positive with regard to advancing fundamental rights in the 

classroom (cf. 3.2.1), the 27.2% who responded negatively raises concern. 

Table 5.18: Section B – Learner and educator responses on principles 

of mediation: meaning 

Mediation principle: 3. MEANING 

2. How something is taught is just as important as what is taught 

 Learners Educators 

Strongly disagree 6 2.0% 0 0% 

Disagree 44 14.8% 0 0% 

Agree 173 58.0% 7 41.2% 

Strongly agree 72 24.2% 9 52.9% 

Missing 3 1.0% 1 5.9% 

Total 298 100% 17 100% 
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4. Reasons for doing things are always provided 

 Learners Educators 

Strongly disagree 19 6.4% 0 0% 

Disagree 42 14.1% 2 11.8% 

Agree 136 45.6% 11 64.7% 

Strongly agree 100 33.6% 3 17.6% 

Missing 1 0.3% 1 5.9% 

Total 298 100% 17 100% 

 

Feuerstein et al. (1985:49), Blagg(1991:19, 51), Feuerstein et al. (1991:15, 

28-29), Falik (2001b), Tzuriel (2001:25-27), Deutsch (2003:34-37) and 

Feuerstein et al. (2010:46) (cf. 2.5.1.3) are of the opinion that mediation of 

meaning is what creates the motivational and emotional forces that drive 

people‟s activities and behaviour (cf. 2.5.1.3).  It is thus evident that this 

mediation principle is vital in classrooms, because learners should always be 

able to attach meaning to what they are doing in class. 

An aspect to note well is that the majority of the educators and learners who 

shared their opinions with the researcher strongly agreed (52.9%; 24.2%) and 

agreed (41.2%; 58.1%) that how something is taught, is just as important as 

what is taught in class.  No educator disagreed with this statement, but 

altogether 50 (16.8%) of the learners did not feel that how something is 
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taught, is equally important to what is taught.   The positive responses support 

Fraser‟s opinion (2006:6) that the emphasis should not be put on what 

learners learn, but rather on how they learn (cf. 2.6.3). 

It is evident to the researcher that most participants felt that how lesson 

material was taught was equally important when measured against the 

learning content itself.  It is thus satisfactory to note that most participants 

supported the aforementioned opinion of Fraser (2006:6). 

It would have been expected that educators always provide reasons why 

learners should do things in class.  Luckily, most of the educators and 

learners indicated that learners are given reasons for doing things (strongly 

agree: 17.6%; 33.6%; agree: 64.7%; 45.6%).  It is alarming that 14.1% of the 

learners disagreed and 6.4% of them strongly disagreed that they were 

always given reasons for doing things. 

It is troublesome to the researcher that it appears that a fifth (20.5%) of the 

learner participants did not feel that they were given reasons by their 

educators for doing things.  This also has an implication on learners‟ 

fundamental rights, as it is important that the best interests of the learner 

should always be kept in mind (1996:sec.28(2)). 

Table 5.19: Section B – Learner and educator responses on principles 

of mediation: mediation of competence 

Mediation principle: 4. MEDIATION OF COMPETENCE 

6. Learners are allowed to take responsibility for their own learning 

 Learners Educators 

Strongly disagree 15 5.0% 0 0% 

Disagree 27 9.1% 0 0% 

Agree 140 47.0% 12 70.6% 

Strongly agree 114 38.2% 4 23.5% 

Missing 2 0.7% 1 5.9% 

Total 298 100% 17 100% 
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10. Opportunities are provided for learners to feel competent 

 Learners Educators 

Strongly disagree 15 5.0% 0 0% 

Disagree 48 16.0% 0 0% 

Agree 153 51.3% 9 52.9% 

Strongly agree 81 27.2% 7 41.2% 

Missing 1 0.3% 1 5.9% 

Total 298 100% 17 100% 
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In responding to the question whether learners were allowed to take 

responsibility for their own learning, the majority of the learners and the 

educators (85.2%; 94.1%) reacted positively to this question. It is worrying to 

note that a number of learners (14.1%) indicated that they were not allowed to 

take responsibility for their own learning (cf. 3.2; 3.2.1).  This is troublesome 

not only to mediation, but also to fundamental rights in the classroom, 

because it is expected that learners would be prepared for adulthood (cf. 

3.4.1; 3.4.3.2).  In the researcher‟s opinion, a feeling of competence in each 

learner is prevented when educators do not teach learners to take 

responsibility for their own learning.  One of learners‟ fundamental rights is to 

have a basic education, but one should never forget that a right goes hand-in-

hand with a responsibility (1996:sec.29(1)(a)).  It is thus essential to bear in 

mind that learners should portray the responsibility for their own learning (cf. 

3.1).  From the response to this question, the researcher deducted that it 

seems as if some educators neglect giving learners the opportunity to take 

responsibility for their own learning. 

However, the researcher noted that seemingly all the educator participants 

and most of the learners agreed that learners were considered in taking 

responsibility for their own learning.  These positive responses support the 

literature that pointed out that learners should accept responsibility for their 

own learning (cf. 3.2; 3.2.1). 

Feuerstein et al. (1985:49), Blagg (1991:51), Tzuriel (2001:25-27), Feuerstein 

et al. (2002:77), Deutsch (2003:34-37), Fraser (2006:11), Feuerstein 

(2007:14) and Feuerstein et al. (2010:50-51) emphasize that it is the 

educator‟s task to evoke a feeling of competence in learners and that learners 

should be given opportunities to interact with tasks in which they can master 

success (cf. 2.5.2.1).  Once again, it  is important  that learners are given the 

opportunity to master a feeling of competence.  In the researcher‟s view, it is a 

given that every person wants to feel competent in life.  If learners are not 

given opportunities to experience success in tasks, it may demotivate them.  

Klein (2000:243) notes that educators should remember that they should often 

use verbal or non-verbal expressions to express satisfaction with work well 
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done.  These expressions evoke appraisal in a way that is meaningful to a 

child (cf. 2.5.2.1). 

Most educators and learners agreed (52.9%; 51.3%) and strongly agreed 

(41.2%; 27.2%) that learners were given opportunities to feel competent, 

whereas only learners disagreed (16.1%) and strongly disagreed (5.0%) with 

this.  The 21.1% of the learners who responded negatively points towards a 

violation of their fundamental rights.  According to the Constitution (SA, 

1996:sec.10), everyone has inherent dignity (cf. 3.3.1.3).  In the researcher‟s 

opinion, educators who neglect advancing and praising a learner‟s 

competence, are opening themselves up to being guilty of not respecting, 

protecting and advancing a learner‟s dignity. 

Once again, it appeared to the researcher that most participants felt positive 

that mediation of competence was applied in class.  This confirms the 

literature.  In Joubert and Prinsloo‟s opinion (2001:121), an educator should 

ensure a learner‟s dignity (cf. 3.1).  In the researcher‟s opinion, it seems as if 

most educators who took part in this study were aware of the importance 

thereof. 

Table 5.20: Section B – Learner and educator responses on principles 

of mediation: self-regulation and control of behaviour 

Mediation principle: 5. SELF-REGULATION AND CONTROL OF 
BEHAVIOUR 

5. Thinking skills are more important than learning content 

 Learners Educators 

Strongly disagree 15 5.0% 0 0% 

Disagree 86 28.9% 3 17.6% 

Agree 137 46.0% 7 41.2% 

Strongly agree 58 19.4% 6 35.3% 

Missing 2 0.7% 1 5.9% 

Total 298 100% 17 100% 
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11. Learners are assisted to monitor their behaviour 

 Learners Educators 

Strongly disagree 25 8.4% 0 0% 

Disagree 57 19.1% 1 5.9% 

Agree 134 45.0% 11 64.7% 

Strongly agree 81 27.2% 4 23.5% 

Missing 1 0.3% 1 5.9% 

Total 298 100% 17 100% 

 

12. Learners are encouraged to think before acting 

 Learners Educators 
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Strongly disagree 12 4.0% 0 0% 

Disagree 37 12.4% 0 0% 

Agree 128 43.0% 9 52.9% 

Strongly agree 120 40.3% 7 41.2% 

Missing 1 0.3% 1 5.9% 

Total 298 100% 17 100% 

 

According to Feuerstein et al. (1985:49), Blagg (1991:451), Tzuriel (2000:220;  

Falik (2001b), Tzuriel (2001:25-27), Feuerstein et al. (2002:78), Deutsch 

(2003:34-37), Fraser (2006:11) and Feuerstein et al. (2010:51), a mediator 

should regulate the child‟s responses, depending on the task demands (cf. 

2.5.2.2). 

It is thus ideal that all educators model the importance of exemplary self-

regulation and control of learners‟ behaviour. Klein (2000:243) leads 

educators in emphasizing that learner behaviour should be regulated by the 

process of matching the task requirements with a child‟s capacities and 

interests (cf. 2.5.2.2).  The data thus supports the literature as motivated 

below. 

In stating that thinking skills are more important than learning content, the 

majority of the learners and the educators leaned towards strongly agreeing 

(19.5%; 35.3%) and agreeing (46%; 41.2%).  However, it is disappointing that 
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17.6% of the educators and 28.9% of the learners disagreed and strongly 

disagreed (5%) that thinking skills are more important than learning content.  It 

seemed that some educators forgot about the vital task they have, of which 

Cowley (2004:1) reminds us. 

In his opinion, educators should help their learners to understand how to think 

efficiently and show them how they can best utilize their brains (cf. 2.2). 

When testing whether learners were assisted in monitoring their behaviour, 

once again, the majority of the educators and learners agreed (64.7%; 45%) 

and strongly agreed (23.5%; 27.2%) while the minority of both educators and 

learners disagreed (5.9%; 19.1%) and only 8.4% of the learners strongly 

disagreed. In Fraser‟s opinion (2006:5), educators should effect 

communication between the learners and their environment (cf. 2.2). 

The majority of positive responses seem to prove that most learners are 

supported in the monitoring of their behaviour, as applauded by the literature.  

Feuerstein (2007:14) suggests that learners should be assisted by educators 

to monitor their own behaviour and develop a self-reflective mode of 

functioning and a need for controlled and planned behaviour (cf. 2.4). 

In the last question applying to the mediation principle, self-regulation and 

control of behaviour, the researcher wanted to establish whether learners 

were encouraged to think before acting or thinking.  Feuerstein (2007:14) 

points out the fact that it should always be remembered that educators should 

lead learners to exemplary behaviour.  The control of behaviour is also 

supported by the Guidelines for Codes of Conduct (SA, 1998:reg.4.1; cf.  

3.2.1).  Critical thinking ensures that learners are prepared for the future (cf. 

2.5.2.2).  Learners should be taught to examine themselves, assess their 

situations and decide how and when to react (cf. 2.5.2.2).  Kalantzis and Cope 

(2008:9) note that mediation is about learning by doing, as well as learning by 

thinking.  It is about the capability to be productive in the world as well as 

knowing that world (cf. 2.3.6).  In the opinion of the researcher, it becomes 

evident that, if the educator does all the thinking, learners are robbed of the 

opportunity to think and try for themselves.   
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Most educators and learners (52.9%; 43%) agreed and strongly agreed 

(41.2%; 40.3%) that learners were encouraged to do some thinking before 

acting or doing things.  Altogether 16.4% of the learner participants responded 

negatively to this question. It is dissatisfying to realize that, although all 

learners should be guided by educators to be good critical thinkers, in this 

case, it obviously does not occur. Fraser (2006:1) emphasizes that educators 

should assist learners to bridge the fissure between what they can and cannot 

do on their own, but they should never tell learners what to think (cf. 2.2). 

Although the responses suggested to the researcher that most participating 

learners were encouraged to do some thinking before acting, it was still 

unsettling to find out that not all learners felt included in this aspect.  This 

could be detrimental to fundamental rights in the classroom.  The Constitution 

(1996:sec.9 & 10) clearly states that everyone has a right to equality and 

human dignity, and if some learners feel excluded from being actively involved 

in their own thinking, it boils down to the infringement of their rights (cf. 

3.3.1.3).  Mason (2000:347) emphasizes that educators will have to guide 

learners to construct their own knowledge, to think creatively and solve 

problems on their own (cf. 3.6). 

Table 5.21: Section B – Learner and educator responses on principles 

of mediation: mediation of sharing behaviour 

Mediation principle: 6. MEDIATION OF SHARING BEHAVIOUR 

7. It is ensured that interaction takes place during teaching 

 Learners Educators 

Strongly disagree 20 6.7% 0 0% 

Disagree 59 19.8% 0 0% 

Agree 143 48.0% 8 47.0% 

Strongly agree 73 24.5% 8 47.0% 

Missing 3 1.0% 1 6.0% 

Total 298 100% 17 100% 
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Feuerstein et al. (1985:49), Blagg (1991:40), Tzuriel (2001:25-27), Feuerstein 

et al. (2002:78), Deutsch (2003:34-37), Feuerstein (2007:14) and Feuerstein 

et al. (2010:52) remark that mediators should encourage group work and 

cooperation between learners (cf. 2.5.2.3). Interaction during teaching and 

learning opportunities given to enable group work between learners is ideal in 

a mediating environment.  Furthermore, Feuerstein (2010:53) emphasizes 

that sharing behaviour refurbishes us with the readiness and ability to make 

contact with our fellow human beings (cf. 2.5.2.3). 

When trying to determine if interaction takes place during teaching, the 

majority of educators and learners agreed (47.7%; 48.0%) and strongly 

agreed (47.1%; 24.5%) and only learner participants reacted negatively 

(26.5%; 79 in total).  It is therefore disconcerting to notice that more than a 

quarter of the learners (26.5%) indicated that interaction did not take place in 

their classrooms.  Feuerstein et al. (2010:53) argue that if learners do not 

interact in classrooms, it will prevent learners from rubbing shoulders with one 

another, to alter themselves according to one another and to increase insight 

and support from one another (cf. 2.5.2.3). 
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Table 5.22: Section B – Learner and educator responses on principles 

of mediation: feeling of belonging 

Mediation principle: 7. FEELING OF BELONGING 

13. Opportunities are provided to work together with other learners 

 Learners Educators 

Strongly disagree 27 9.0% 0 0% 

Disagree 69 23.2% 2 11.8% 

Agree 112 37.6% 12 70.5% 

Strongly agree 88 29.5% 2 11.8% 

Missing 2 0.7% 1 5.9% 

Total 298 100% 17 100% 

 

In trying to establish whether opportunities are provided for learners to work 

together with other learners, the responses showed that most educators and 

learners agreed (70.6%; 37.6%) and strongly agreed (11.8%; 29.5%).  Two 

educators disagreed (11.8%) and 96 learners disagreed and strongly 

disagreed (23.2%; 9.1%).  It is alarming that almost a third of the learners who 

participated in this study indicated that they were not offered any opportunities 

to work together with other classmates. This statement is saddening, taking 

into consideration Feuerstein‟s comment (2007:14) that a need for sharing 

behaviour exists as an individual need at a very early stage (cf. 2.5.2.3). 
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After observing the above data, it seemed to the researcher that learners are 

offered too few opportunities in the class environment to interact with fellow 

peers and to share their behaviour with one another.  Grösser and De Waal 

(2006:21) emphasize that the best interests of a child is of supreme 

importance in every matter relating to them.  When referring to Feuerstein‟s 

opinion (2007:14), that it is a human need to share behaviour, the researcher 

deducts that it is an infringement of fundamental rights to neglect the 

importance of learners sharing behaviour in their classrooms. 

Table 5.23: Section B – Learner and educator responses on principles 

of mediation: mediation of individuation 

Mediation principle: 8. MEDIATION OF INDIVIDUATION 

3. Teaching strategies are adapted to learners‟ shortcomings 

 Learners Educators 

Strongly disagree 29 9.6% 0 0% 

Disagree 78 26.2% 0 0% 

Agree 151 50.7% 8 47.0% 

Strongly agree 38 12.8% 8 47.0% 

Missing 2 0.7% 1 6.0% 

Total 298 100% 17 100% 
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8. There is a sensitivity towards learner needs 

 Learners Educators 

Strongly disagree 24 8.1% 0 0% 

Disagree 90 20.1% 0 0% 

Agree 140 47.0% 8 47.0% 

Strongly agree 71 23.8% 8 47.0% 

Missing 3 1.0% 1 6.0% 

Total 298 100% 17 100% 

 

15. Individual efforts are acknowledged 

 Learners Educators 

Strongly disagree 14 4.7% 0 0% 

Disagree 49 16.4% 0 0% 

Agree 165 55.4% 7 41.2% 

Strongly agree 70 23.5% 9 52.9% 

Missing 0 0% 1 5.9% 

Total 298 100% 17 100% 
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According to Blagg (1991:51), Feuerstein et al. (1994:42), Falik (2001b); 

Tzuriel (2001:25-27), Deutsch (2003:34-37) and Feuerstein et al. (2010:54), 

individuation represents the need of individuals to become articulate, 

differentiated selves as opposed to the other with whom they share 

themselves (cf. 2.6.2.4). The researcher expected positive responses 

(strongly agreed) to the four statements posed to the participants.  This is 

what she found: 

The item that established if educators adapted their teaching strategies to 

learners‟ shortcomings, resulted in most of the educators and learners 

indicating that they agreed (47.1%; 50.7%) and strongly agreed (47.1%; 

12.8%).  However, learners seemed less optimistic than the educators:  78 

(26.2%) disagreed and 29 (9.7%) strongly disagreed.  This seems to be a 

good indication that learners‟ shortcomings are considered by educators when 

planning and presenting their lessons, but it is disconcerting that more than a 

third of the participating learners (35.9%) responded negatively to the 

question as to whether their educators adapted their teaching strategies to 

their shortcomings in class.  Klein (2000:242) emphasizes that the educator 

should try to make stimuli compatible with the child‟s requirements (cf. 

2.5.2.1).  According to the National Policy Act‟s section 4(b) (27 of 1996), it is 

important to realize that every piece of work that learners do, should 

contribute to the full personal development of each learner.  Furthermore, 



 

Chapter 5: Data analysis and interpretation 207 

Vakalisa (2004:24) mentions that it should never be forgotten that one of the 

seven roles of educators – as specified by the National Department of 

Education – is that a learning mediator will mediate learning in a manner 

which is sensitive to the diverse needs of learning.  It is thus evident that, 

seen as a way to advance fundamental rights at schools, it is expected of an 

educator to adapt his/her teaching strategies to the shortcomings of learners 

experienced in class. 

With the next statement, the researcher attempted to determine if there is 

sensitivity towards learner needs in the classroom.  Most educators and 

learners agreed (47.1%; 47.0%) and strongly agreed (47.1%; 23.8%) that a 

sensitivity existed regarding learner needs.  Contrary to this, only learners 

disagreed (20.1%) and strongly disagreed (8.1%). It seems as if the 

participating learners tend to disagree with their educators, who were of the 

opinion that they were sensitive towards their learners‟ needs. 

The researcher deducts from this that more than a quarter of the learner 

participants (28.2%) felt that educators were not sensitive to learner needs in 

the classroom.  Patton (2005:24) reminds us that, contrary to an information-

loaded instructional approach, it is imperative to realize that all aspects of the 

learning process should be designed for every learner.  It is thus evident that 

a mediator should be sensitive to individual needs of learners in his/her 

classroom. 

With the third question, the researcher wanted to establish if learners‟ 

independent thinking is encouraged. The majority of the educators and 

learners agreed (41.2%; 52.7%) and strongly agreed (52.9%; 29.5%).  On the 

other hand, a minority of participants composed only of learners disagreed 

(11.1%) and strongly disagreed (5.7%) that independence in learners‟ thinking 

was encouraged. 

To the researcher it seems that most participants felt that independent 

thinking was encouraged in the classroom.  It is very important to have 

responses in favour of independent thinking in the classroom, as this accords 

with the literature findings.  Feuerstein (2007:14) confirms that independent 
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thinking is very important, realizing that educators need to encourage 

autonomy, originality and independence in their learners‟ thinking (cf. 2.4.2.4). 

With the last determining statement for this mediation principle, the researcher 

wanted to find out if individual learner efforts were acknowledged.  Most 

educators and learners agreed (41.2%; 55.4%) and strongly agreed (52.9%; 

23.5%).  The fact that a fifth of the learners (21.1%) responded negatively, 

since they indicated their individual efforts were not acknowledged in class, 

may seem alarming. According to Tzuriel (2000:219), educators should 

express attention and affect by pointing to the importance and value thereof.  

The significance of a stimulus can be conveyed non-verbally or verbally (cf. 

2.4.1.3).  Feuerstein (2007:14) reminds us that an educator as mediator 

values and recognizes individual differences and divergent responses. 

It was clear to the researcher that most of the participants reacted positively 

that individual efforts were acknowledged, although the number of learners 

(21.1%) who answered to the contrary seems to be unsatisfactory.  A fifth of 

the learners did not feel that their individual efforts were appreciated by their 

educators.  This could have detrimental effects on fundamental rights in the 

classroom.  When looking at SACE (cf. 3.4.3.2), section 2.2, it is stipulated 

that educators should acknowledge that the attitude, dedication, self-

discipline, ideals, training and conduct of the teaching profession determine 

the quality of education in this country.  It is thus evident that educators are 

expected to acknowledge individual learner performance in class.  In addition 

to this, section 4(h)) of the Directive Principles of the National Policy Act (27 of 

1996), stipulates that educators should be recognizing the aptitudes, abilities, 

interests, prior knowledge and experience of students.  The value of 

recognizing a learner‟s attempts and efforts in life is thus inevitable in 

mediation. 
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Table 5.24: Section B – Learner and educator responses on principles 

of mediation: mediation of challenge 

Mediation principle: 9. MEDIATION OF CHALLENGE 

9. Learners are made to understand that alternatives should be explored 
to solve problems 

 Learners Educators 

Strongly disagree 18 6.0% 0 0% 

Disagree 41 13.8% 0 0% 

Agree 157 52.7% 8 47.0% 

Strongly agree 79 26.5% 8 47.0% 

Missing 3 1.0% 1 6.0% 

Total 298 100% 17 100% 

 

Feuerstein et al. (1985:50), Tzuriel (2001:25-27), Deutsch (2003:34-37),  

Fraser (2006:1), Feuerstein (2007:15) and Feuerstein et al. (2010:56) mention 

that learners should be motivated to adapt new and challenging situations and 

events in their learning.  This principle should prepare learners to face and 

master complex tasks (cf. 2.5.2.5; 2.5.3.2).  Once again, the researcher 

wished to obtain positive responses with regard to the two statements. 

In the first statement, the researcher wanted to establish if learners were 

challenged to explore alternatives in solving problems.  The majority of 
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educators and learners agreed (47.1%; 52.7%) and strongly agreed (47.1%; 

26.5%) while only learners disagreed (13.8%) and strongly disagreed (6.0%).  

This is advantageous to mediation.  Du Plessis et al. (2007:15) mention that 

educators should motivate their learners to give their own opinions on matters 

arising and share some of their own life experiences to contribute to learning 

content. 

It seems to the researcher that most participants felt that learners are made to 

understand that alternatives should be explored to solve problems.  This is in 

line with the desired outcome of this question, as Fraser (2006:5) contributes 

to this by stating that it is important that educators do not create solutions for 

problems, but rather allow their learners to think of possible solutions 

themselves (cf. 2.2.1).  If educators prevent their learners from practicing 

critical thinking, it is detrimental to the learners‟ fundamental rights‟ 

advancement. 

Table 5.25: Section B – Learner and educator responses on principles 

of mediation: mediation of an optimistic alternative 

Mediation principle: 10. MEDIATION OF AN OPTIMISTIC 
ALTERNATIVE 

17. Learners are encouraged to confront challenging situations 

 Learners Educators 

Strongly disagree 16 5.4% 0 0% 

Disagree 42 14.1% 0 0% 

Agree 150 50.3% 10 58.8% 

Strongly agree 89 29.9% 6 35.3% 

Missing 1 0.3% 1 5.9% 

Total 298 100% 17 100% 
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With the remaining statement, the researcher wanted to determine if learners 

were encouraged to confront challenging situations.  The literature review 

indicated that learners should be encouraged to confront challenging 

situations and to seek various alternatives (Falik, 2001b; Tzuriel, 2001:25-27;  

Deutsch, 2003:34-37;  Fraser, 2006:12;  Feuerstein et al., 2010:58, 59).  Most 

educators and learners agreed (58.8%; 50.3%) and strongly agreed (35.3%; 

29.9%).  A number of learners (14.1%) disagreed and 5.4% strongly 

disagreed.  To the researcher it is alarming to note that almost a fifth of the 

learners (19.5%) indicated that they were not encouraged to confront 

challenging situations. Vakalisa (2004:2) mentions that it is the duty of an 

educator to train learners to participate actively in their own learning.  If these 

guidelines are adhered to, without a doubt, fundamental rights will be 

advanced and learners will be guided in being actively involved citizens in 

South Africa (cf. 3.4.1). 
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Table 5.26: Section B – Learner and educator responses on principles 

of mediation: goal-seeking, setting and achieving 

Mediation principle: 11. GOAL-SEEKING, SETTING AND 
ACHIEVING 

16.  Learners are guided on how to take responsibility  for their own 
learning 

 Learners Educators 

Strongly disagree 16 5.4% 0 0% 

Disagree 46 15.4% 0 0% 

Agree 129 43.3% 4 23.5% 

Strongly agree 107 35.9% 12 70.5% 

Missing 0 0% 1 6.0% 

Total 298 100% 17 100% 

 

19. Learners are allowed to set their own goals 

 Learners Educators 

Strongly disagree 12 4.0% 0 0% 

Disagree 37 12.4% 2 11.8% 

Agree 137 46.0% 12 70.5% 

Strongly agree 112 37.6% 2 11.7% 

Missing 0 0% 1 6.0% 

Total 298 100% 17 100% 



 

Chapter 5: Data analysis and interpretation 213 

 

According to Blagg (1991:51), Feuerstein et al. (1994:44), Tzuriel (2001:25-

27), Deutsch (2003:34-37), Fraser (2006:11) and Feuerstein et al. (2010:56), 

goal-seeking and striving towards achieving it enlarges a person‟s world (cf. 

2.5.2.6).  The researcher wished to obtain positive responses to determine the 

extent to which goal-seeking, setting and achieving take place in the 

classroom. 

When asked if learners were guided in how to take responsibility for their own 

learning, 70.6% of the educators strongly agreed and 23.5% agreed.  The 

learners strongly agreed (35.9%) and agreed (43.3%).  Unfortunately, 15.4% 

of the learner participants disagreed and 5.4% strongly disagreed.  Fraser 

(2006:1) feels strongly that learners are expected to take responsibility for 

their own learning and to be independent (cf. 2.2).  Karpov (2003:46) agrees 

with this view and adds that, gradually, the educator should pass greater 

responsibility to the learner (cf. 2.2.1).   

With the last statement in testing the extent to which goal-seeking,  goal-

setting and goal-achievement were met in class, the researcher inquired 

whether learners were allowed to set their own goals.  Most educators and 

learners (70.6%; 46.0%) agreed and some strongly agreed (11.8%; 37.6%).  

A small percentage of educators and learners disagreed (11.8%; 12.4%) and 

only 4.0% learners strongly disagreed.  In the opinion of Feuerstein et al. 
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(1994:44), the existence of a goal in the whole mental gamut, is a reflection of 

the origin of a representational way of thinking.  Seeking out goals and striving 

towards them, requires the intensification of one‟s sphere of experience by 

entering into a world which is beyond the sensorial, instantaneously perceived 

authenticity (cf. 2.5.2.6). 

To the researcher it appeared that most participants were of the opinion that 

learners were allowed to set their own goals.  According to Feuerstein et al. 

(1994:44), it is imperative that, mediating in the development of children, the 

hunt and choice of a goal augment and articulate their lives as learners.  

Educators should therefore focus on motivating learners to set reasonable 

goals for themselves and display that, through determination, these goals are 

within reach (cf. 2.5.2.6). 

When looking from a fundamental rights perspective, it should be kept in mind 

that a learner not only has the right to a basic education, but is also subject to 

accepting accountability in this regard, such as contributing towards the 

learning process in an enthusiastic manner (SA, 1998:reg.5.5). 

Table 5.27: Section B – Learner and educator responses on principles 

of mediation: mediation of change 

Mediation principle: 12. MEDIATION OF CHANGE 

18. Change is encouraged in learner behaviour 

 Learners Educators 

Strongly disagree 12 4.0% 0 0% 

Disagree 46 15.5% 0 0% 

Agree 139 46.6% 12 70.6% 

Strongly agree 101 33.9% 4 23.5% 

Missing 0 0% 1 6.0% 

Total 298 100% 17 100% 
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It was expected that participants would indicate that change is encouraged in 

learner behaviour. Most of the educators and learners (70.6%; 46.6%) agreed 

and strongly agreed (23.5%; 33.9%) that change was encouraged in learner 

behaviour.  Only learners disagreed with this statement.  A number of learners 

(15.4%) disagreed and 4.0% strongly disagreed that change was encouraged 

in learner behaviour. Tzuriel (2001:25-27), Deutsch (2003:34-37), Fraser 

(2006:6, 12) and Feuerstein et al. (2010:57-58) argue that an imperative 

responsibility of a mediator is to bring about change.  Fraser (2006:6) adds 

that change should be in individual insight, behaviour, discernment or 

motivation, and ought to lead to augmented knowledge or the ability to do 

something not done before.  Learning has taken place if the learner knows 

something or can do something he/she did not know or could not do before 

(cf. 2.2).  Paton (2005:24) argues that educators should develop active 

learners who are prepared for the future in which lifelong learning is a core 

proficiency (cf. 3.6).  In light of this, it is clear to the researcher, that an 

educator who does not encourage change in a learner has a detrimental 

effect on his/her development towards adulthood.  It is clearly indicated in the 

National Policy Act (27 of 1996:sec.4(b)) that educators should encourage the 

development of learners‟ potential (cf. 3.3.1.1).  Furthermore, the Schools Act 

(84 of 1996) stipulates in its preamble that a strong foundation should be laid 

in learners‟ growth to develop their talents and capabilities (cf. 3.4.1).  It is 
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therefore clear that learners should be encouraged to change and to develop 

to the best of their abilities. 

The following section will represent the responses on fundamental rights and 

the application thereof in the classroom. 

5.3.2 Section C:  Fundamental rights 

Both the learner and educator responses are reported together to simplify the 

making of comparisons. 

In some instances, the ideal responses in this section would have been 

strongly agree, as such responses would have provided a strong indication of 

educators who advance learners‟ fundamental rights in the classroom.  In 

other instances, the ideal responses would have been strongly disagree.  

Thus the ideal response is indicated each time. 

Section C determined the extent to which learners‟ fundamental rights were 

advanced in their English classes.  The researcher decided to make use of a 

factor analysis in order to make the grouping of related aspects more 

effective.  Questions that focused on similar aspects in fundamental rights 

were grouped in the same factor.  Each factor was labelled accordingly.  Items 

6 and 9 were not identified as relevant factors and were excluded from the 

study. 

Table 5.28 will present educator responsibilities on the advancement of 

fundamental rights in the classroom. 

In analysing the responses, all the questions in Section C were clustered 

according to a common interest they share. 
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Table 5.28: Learner and educator responses – Factor 1: educator 

responsibilities 

EDUCATOR RESPONSIBILITIES 

2. A mediator should be able to handle a second official language in the 
classroom 

 Learners Educators 

Strongly disagree 57 19.1% 0 0% 

Disagree 81 27.2% 1 6.2% 

Agree 118 39.6% 12 75.0% 

Strongly agree 40 13.4% 3 18.8% 

Missing 2 0.7% 0 0% 

Total 298 100% 16 100% 

 

10. A mediator should enforce school rules 

 Learners Educators 

Strongly disagree 13 4.4% 0 0% 

Disagree 49 16.4% 0 0% 

Agree 156 52.3% 7 43.8% 

Strongly agree 78 26.2% 9 56.2% 

Missing 2 0.7% 0 0% 

Total 298 100% 16 100% 
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The majority of learners disagreed (27.2%) and strongly disagreed (19.1%) 

that a mediator should be able to handle a second official language in the 

classroom, while only 6.3% of the educator participants disagreed.  According 

to the researcher, English educators should not adapt to any other language 

but English in the English language classroom.  Although mother tongue 

language may apply in the teaching and learning of other subjects, teaching 

and communicating in English are essential in promoting the language and 

subject.  Section 28(2) of the Constitution (1996) stipulates that the best 

interests are of supreme importance in every matter relating to learners (cf. 

3.3.1.3).  In this sense, the researcher concludes that keeping to English as 

method of communication, language of instruction and way of dealing with 

subject content, would be in the best interests of the learner to make him/her 

more proficient in the subject. 

When establishing how participants felt about mediators enforcing school 

rules, the researcher desired positive responses.  An overwhelming 52.3%  of 

learner and 43.8% of educator participants agreed and 26.2% of learner and 

56.2% of educator participants strongly agreed that a mediator should enforce 

school rules.  Unfortunately, 16.4% learners disagreed and 4.4% strongly 

disagreed.  These responses are cumbersome, as more than a fifth of the 

learner participants did not feel that mediators should enforce school rules.  
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Joubert and Prinsloo (2001:121) emphasize that an important purpose of the 

school‟s Code of Conduct is to ensure each learner‟s human dignity (cf. 

3.3.1.3).  In addition to this statement, Maithufi (1997:261) mentions that the 

first pillar of the in loco parentis role that educators play, is the duty of care, 

which implies that educators should look after the physical and mental 

wellbeing of learners and the second pillar is the duty to maintain order at 

school (cf. 3.5.1).  When seen in this light, it is indisputable to the researcher 

that a mediator simply has to enforce school rules, not only to ensure the 

safety of all learners, but also to maintain order and discipline at school and in 

the classroom. 

Table 5.29 will present the learner and educator responses in focusing on 

core strategies to enhance fundamental rights in the classroom. 

Table 5.29: Learner and educator responses – Factor 2: core 

strategies to enhance fundamental rights 

CORE STRATEGIES TO ENHANCE FUNDAMENTAL RIGHTS 

4. A mediator should adapt teaching strategies according to gender 
differences 

 Learners Educators 

Strongly disagree 70 23.5% 0 0% 

Disagree 134 45.0% 2 12.5% 

Agree 72 24.2% 13 81.3% 

Strongly agree 19 6.3% 1 6.2% 

Missing 3 1.0% 0 0% 

Total 298 100% 16 100% 
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The researcher expected all participants to disagree that a mediator should be 

adapting teaching strategies according to gender differences. Learner 

participants strongly disagreed (23.5%) and disagreed (45%), while only 

12.5% of the educators disagreed.  Looking at Currie and De Waal‟s opinion 

(2005:30), it is vital to mention that the social ideal is to supply equal 

treatment to all learners (cf. 3.3.1.3).  It is therefore evident to the researcher 

that educators should ensure equal treatment to all learners, ignoring gender.  

Whether gender or racial differences occur in classrooms, educators should 

pose the awareness that no learner should be treated superiorly to another.  

Equality is a fundamental right in the Constitution (1996:sec.9(3)) that should 

never be contravened (cf. 3.3.1.3). 

Table 5.30 will present learner and educator responses in focusing on 

educator concerns. 
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Table 5.30: Learner and educator responses – Factor 3: educator 

concerns 

EDUCATOR CONCERNS 

6. A mediator must ensure that most learners are coping with the work 

 Learners Educators 

Strongly disagree 20 6.7% 0 0% 

Disagree 60 20.1% 0 0% 

Agree 137 46.0% 6 62.5% 

Strongly agree 80 26.9% 10 37.5% 

Missing 1 0.3% 0 0% 

Total 298 100% 16 100% 

 

8. Mediators should not be concerned with cultural differences in the 
classroom 

 Learners Educators 

Strongly disagree 49 16.4% 2 12.5% 

Disagree 96 32.2% 6 37.5% 

Agree 82 27.6% 6 37.5% 

Strongly agree 70 23.5% 2 12.5% 

Missing 1 0.3% 0 0% 

Total 298 100% 16 100% 
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The researcher expected participants to answer in favour of mediators‟ 

ensuring that learners are coping with the work.  Most participants answered 

in line with the literature that states that a mediator should ensure that 

learners cope with the work (cf. 3.2; 3.2.1).  137 (46.0%) learners agreed and 

80 (26.8%) of them strongly agreed and (10) 62.5% educators agreed and (6) 

37.5% strongly agreed.  More than a quarter of the learner participants 

strongly disagreed  (6.7%) and disagreed  (20.1%) that a mediator should not 

ensure that most learners cope with the work.  When looking at the literature, 

Du Plessis et al. (2007:2) are of the opinion that educators need to be aware 

of learners‟ differences and needs.  Maithufi (1997:261; cf. 3.5)  emphasizes 

that an educator should look after the well-being of learners (cf. 3.5.1).  To the 

researcher, ensuring that learners cope with the work, points towards being 

concerned about their well-being and tending to their various differences and 

needs.  An educator makes himself guilty of negligence when not portraying 

concern for learners‟ coping with their work. 

With the second question in this factor, participants were asked whether 

mediators should be concerned with cultural differences in the classroom.  

The preferred response would have been that participants disagreed with this 

statement. According to the Constitution (1996:sec.9(3)), no unfair 

discrimination may occur on behalf of race, ethnic origin or culture (cf. 
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3.3.1.3).  In Oosthuizen et al.‟s opinion (2004:54),  all learners should enjoy 

equal rights (cf. 3.3.1.3).  The researcher is convinced that educators should 

not be concerned with cultural differences in the class.  All learners should 

receive similar treatment and attention, regardless of which culture each 

originates from.  If cultural discrimination occurs, the mediation principle to 

create a feeling of belonging is prevented (cf. 2.5.3.3).  According to 

Feuerstein (2007:15), the mediation of a feeling of belonging goes beyond the 

immediate family to a societal reference group.  There is a need to enlarge a 

learner‟s view beyond his/her immediate experience. In the case of 

discrimination, a learner lacks the feeling of belonging to a group. 

Table 5.31 will present learner and educator responses regarding practical 

competences to advance fundamental rights. 

Table 5.31: Learner and educator responses – Factor 4: practical 

competences to advance fundamental rights 

PRACTICAL COMPETENCES TO ADVANCE FUNDAMENTAL RIGHTS 

1. A mediator should safeguard the interests of learners 

 Learners Educators 

Strongly disagree 28 8.4% 0 0% 

Disagree 73 24.5% 0 0% 

Agree 139 46.7% 10 62.5% 

Strongly agree 60 20.1% 6 37.5% 

Missing 1 0.3% 0 0% 

Total 298 100% 16 100% 
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5. A mediator should pace learning according to learners‟ different needs 

 Learners Educators 

Strongly disagree 34 11.4% 0 0% 

Disagree 86 28.9% 0 0% 

Agree 149 50.0% 10 62.5% 

Strongly agree 28 9.4% 6 37.5% 

Missing 1 0.3% 0 0% 

Total 298 100% 16 100% 
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7. A mediator needs to analyse the weaknesses in addressing human 
rights in the classroom 

 Learners Educators 

Strongly disagree 45 15.1% 0 0% 

Disagree 98 32.9% 2 12.5% 

Agree 120 40.3% 8 50.0% 

Strongly agree 34 11.4% 6 37.5% 

Missing 1 0.3% 0 0% 

Total 298 100% 16 100% 

 

11. A mediator needs to understand the barriers to learning 

 Learners Educators 

Strongly disagree 16 5.4% 0 0% 

Disagree 64 21.5% 0 0% 

Agree 165 55.4% 14 87.5% 

Strongly agree 49 16.4% 2 12.5% 

Missing 4 1.3% 0 0% 

Total 298 100% 16 100% 
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12. A mediator should be able to manage personal stress levels 

 Learners Educators 

Strongly disagree 41 13.7% 0 0% 

Disagree 76 25.5% 0 0% 

Agree 110 36.9% 11 68.8% 

Strongly agree 69 23.2% 5 31.2% 

Missing 2 0.7% 0 0% 

Total 298 100% 16 100% 
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13. A mediator should respond to learners‟ educational needs 

 Learners Educators 

Strongly disagree 19 6.3% 0 0% 

Disagree 46 15.4% 0 0% 

Agree 142 47.7% 14 87.5% 

Strongly agree 89 29.9% 2 12.5% 

Missing 2 0.7% 0 0% 

Total 298 100% 16 100% 

 

14. A mediator must assess the effects that conflict management has on 
learning 

 Learners Educators 

Strongly disagree 17 5.7% 0 0% 

Disagree 72 24.2% 0 0% 

Agree 179 60.0% 11 68.8% 

Strongly agree 28 9.4% 5 31.2% 

Missing 2 0.7% 0 0% 

Total 298 100% 16 100% 
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15. A mediator should at all times protect learners‟ right to education 

 Learners Educators 

Strongly disagree 23 7.7% 0 0% 

Disagree 29 9.7% 2 12.5% 

Agree 142 47.7% 4 25.0% 

Strongly agree 103 34.6% 10 62.5% 

Missing 1 0.3% 0 0% 

Total 298 100% 16 100% 
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The researcher expected positive responses to all the above statements. 

According to Smit (2008:211), learners experience a great deal of conflict and 

daily challenges in school classrooms in addition to the school environment.  

Section 28 of the Constitution (1996) specifies that a child‟s best interests are 

of paramount importance (cf. 3.3.1.3).  Van der Vyver (1997:303) mentions 

that educators act in loco parentis and should at all time act in learners‟ best 

interests (cf. 3.5). In the opinion of the researcher, by not ensuring that school 

rules are enforced, checking that learners cope with the work, safeguarding 

learners‟ interests, managing conflict and protecting learners‟ right to 

education, educators neglect their role as mediators as laid upon them when 

they entered their education career. 

When looking at the first question, participants were asked whether a 

mediator should safeguard the interests of learners.  Although most learners 

and educators agreed (46.6%; 62.5%)  and strongly agreed (20.1%; 37.5), it is 

disconcerting to notice that more than a third of the learner participants 

reacted negatively (disagreed: 24.5%; strongly disagreed: 8.5%).  SACE (SA, 

2003:reg.3.2) is very specific that it is expected of educators to support 

learners to get in touch with their potential (cf. 3.4.3.2).  The researcher feels 

strongly that mediators should take it upon themselves to safeguard the 

interests of their learners seriously.  

The next question in this factor (question 5) established whether mediators 

should pace learning according to learners‟ different needs.  According to 

Mason (2000:347), educators should identify learners with learning difficulties, 

accommodate their needs in the classroom and adapt their teaching 

strategies accordingly (cf. 3.5.1).   The researcher feels concerned that more 

than one third of the learner participants disagreed with this statement 

(disagreed: 28.9%; strongly disagreed: 11.4%).  This may pose an indication 

that not all learners experience that their educators adapt learning to 

individuals‟ needs.  If learners‟ individuation is not appreciated by the 

educator, it poses a threat to the mediation of individuation criteria.  According 

to Feuerstein (2007:14), an educator as mediator should value and recognise 
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individual differences and divergent responses.  They should encourage 

autonomy, independence and originality in the learners‟ thinking (cf. 2.5.2.4). 

Question 7 in this section wanted to test participants‟ opinions on whether 

mediators need to analyse weaknesses in addressing human rights in the 

classroom.  According to the Schools Act (84 of 1996:Preamble), educators 

should seek to maintain learners‟ fundamental rights.  Furthermore, the 

National Policy Act (27 of 1996:sec.4) indicates the need that learners‟ 

fundamental rights be promoted (cf. 3.1).  Unfortunately, no less than 48% 

(strongly disagreed: 15.1%; agreed: 32.9%) of learner participants disagreed 

with this statement.  This response does not support findings from the 

literature in this study.  According to the Guidelines for Codes of Conduct (SA, 

1998:reg.4.1), educators need to be aware of protecting,  promoting and 

fulfilling the fundamental rights that are acknowledged in the Constitution (cf. 

3.2.1).  The researcher feels that educators should at all times be aware of 

learner weaknesses and address fundamental rights in the classroom. 

More than a quarter of the learners (strongly disagreed: 5.4%; disagreed: 

21.5) were not in favour of question 11.  When wanting to test participants‟ 

opinions on whether a mediator needs to understand the barriers to learning, 

luckily all educators felt that it is important (strongly agreed: 12.5%;  agreed: 

87.5%).  As Smit (2008:211) points out, learners experience everyday 

challenges in classrooms (cf. 3.2.2).  In the researcher‟s opinion, educators 

should be aware of challenges that pose to be a barrier to effective learning in 

class. 

Quite surprising to the researcher, was the negative reaction of the learner 

participants to question 12.  Altogether 39.3% (strongly disagree: 13.8%;  

disagreed: 25.5%) of the learner participants felt that mediators should not be 

able to manage personal stress levels.  All the educators (strongly agree: 

31.2%;  agree: 68.8%), however, felt that a mediator should manage personal 

stress levels.  Once again, the researcher wishes to remind the reader that, 

acting in the best interests of the learner is of paramount importance.  Not 

managing stress levels, will have a detrimental effect on each learner in the 

classroom.  Van der Vyver (1997:303) supports this notion of the researcher 
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by stating that educators always need to keep in mind that they have to take 

learners‟ best interests into consideration (cf. 3.3.1.3). 

Question 13 asked whether a mediator should respond to learners‟ 

educational needs.  All the educators felt that mediators should respond to 

learners‟ educational needs (strongly agree: 12.5%;  agree: 87.5%).  Yet, to 

the contrary, more than a fifth of the learners disagreed (strongly disagree:  

6.4%; disagree:  5.4%).  In the researcher‟s opinion, it is indisputable that 

educators should respond to the needs of the learners in class.  Du Plessis et 

al. (2007:2) also emphasize that educators need to be aware of learners‟ 

differences and needs (cf. 3.5.1). 

In the second last question concerning this factor (question 14), the 

researcher asked whether a mediator should assess the effects that conflict 

management has on learning.  Once again, all the educators were in favour of 

this statement.  Unfortunately, however, almost a third of the learner 

participants were negative regarding this statement (strongly disagree: 5.7%;  

disagree: 24.2%).  This learner response contradicts the literature.  According 

to the Norms and Standards (SA, 2000)‟s practical competence, an educator 

should create a learning environment (cf. 3.4.2.1).  In addition to this, 

Oosthuizen (2009a:225) emphasizes that educators should procure a serene 

and harmonious environment of geborgenheit conducive to optimal education 

and training (cf. 3.2).  Smit (2008:211) also mentions that educators should be 

aware that learners experience much conflict in school classrooms and in the 

school environment (cf. 3.2; 3.2.2; 3.4.1), while Joubert (2009b:138) warns 

that learners often either fear for their lives or are too scared to use school 

facilities (cf. 3.2.2).  The researcher therefore feels that creating harmony 

should serve as a priority in classrooms.  If conflict in the classroom is not 

managed effectively by the educator, learners would feel insecure and their 

fundamental rights would be infringed grossly. 

In the last question in this factor (question 15), the researcher wanted to 

establish if participants felt that a mediator should at all times protect learners‟ 

right to education.  Malherbe (2004:899) indicates that education is the one 

area where children find themselves within a direct relationship with the State;  
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therefore section 28 of the Constitution needs to be carried out to the full (cf. 

3.3.1.3).  Maithufi (1997:239) adds that educators not only have an obligation 

to supply education, but also to ensure that each learner‟s substantial right to 

education is honoured (cf. 3.3.1.3).  It is therefore cumbersome that 12.5% of 

the educators disagreed and 9.7% of the learners disagreed and 7.7% 

strongly disagreed.   

Although the positive responses exceeded the negative ones, it is still a 

matter of concern to the researcher that some participants were of the opinion 

that mediators should not at all times protect learners‟ right to education. 

Although 56% of all educators who participated in this study believed the 

contrary, educators need to be aware of protecting, promoting and fulfilling the 

fundamental rights that are acknowledged in the Constitution (cf. 3.2;  3.2.1;  

3.3.1.1), as pointed out by the Guidelines for Codes of Conduct (SA, 

1998:reg.4.1). Regulation 4.1 implies educators‟ obligation to advance 

learners‟ fundamental rights (cf. 3.2.1).  It is thus of paramount importance 

that educators realise that, according to the above regulation, it is the 

educator‟s obligation to ensure that learners‟ fundamental rights are 

advanced. 

In the next section, the researcher will present the data analysis and 

interpretation of the three focus groups. 

5.4 DATA ANALYSIS AND INTERPRETATION: FOCUS GROUP 

INTERVIEWS 

Table 5.32 will present the biographical details of the educators who took part 

in the focus group interviews. 
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Table 5.32: Biographical details of participants 
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Focus Group 1 

Educator 1 35 11 4 Female B.Com White 

Educator 2 49 26 26 Female B.Ed White 

Educator 3 42 5 3 Female HED White 

Educator 4 25 3 2 Female B.Ed White 

Educator 5 38 17 1 Male HED Coloured 

Focus Group 2 

Educator 1 45 11 7 Female B.Com Black 

Educator 2 30 6 2 Female ACE 
STD 

Black 

Educator 3 39 15 15 Female B.Ed Black 

Educator 4 36 13 13 Female B.Ed Black 

Educator 5 35 7 3 Female STD Black 

Focus Group 3 

Educator 1 50 30 25 Female HED White 

Educator 2 35 12 7 Female B.Ed 
(Hons) 

White 

Educator 3 42 19 19 Female B.A. White 

Focus Group 1 

For the first focus group interview, there were five participants.  The 

researcher deduced from the biographical data that all the participants were 

well qualified.  Throughout the interviews, it seemed as if educators 2 and 3 

overwhelmed the other interviewees.  The researcher constantly had to evoke 

more responses from the younger participants who, at times, seemed a bit 

uncertain, by using their answers in comparison to the answers of the two 

educators who overwhelmed the conversation.  It was evident that the 
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youngest educator seemed insecure and somewhat immature when 

answering some of the questions. 

Focus Group 2 

Although the focus group interview for this group was arranged in advance to 

suit the interviewees, they made it clear that they were not too excited to 

pledge their time to participating in the interviews.  Apparently their learners 

were in the midst of examinations and they would rather have used the time to 

keep up to date with their marking.  Nevertheless, the interviews commenced.  

Amongs all three focus group interviews, this one took the least time to 

complete and answers had to be dragged out of participants.  All the 

interviewees were mature and experienced educators in the subject.  

Questions regarding fundamental rights appeared to be problematic to this 

group: they seemed to pass the buck when questioned about matters relating 

to such obligations.  Not one educator admitted that it is supremely their duty 

to advance the fundamental rights of learners in the classroom.  The blame 

was mostly shifted to School Governing Bodies, the Department of Education, 

learners and school management teams to ensure that fundamental rights of 

learners are advanced and respected at schools. 

Focus Group 3 

Of all three focus group interviews, this one probably proved the most 

informative.  All three educators who participated were mature, very well 

qualified and extremely skilled in their subject.  The interviewees did not seem 

to mind spending additional time in motivating answers honestly and to the 

best of their ability.  A frustration that particularly surfaced from the responses 

in this group was that the participants felt extremely unable to accommodate 

the needs of all learners effectively.  They felt strongly that the education 

environment should comprise of partnerships:  if the necessary support is 

given from all applicable parties (parents, management, School Governing 

Body and the Department of Education), to addressing all needs of learners 

would be more viable.  Another question that was very well motivated in this 
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group was the one referring to the importance of enforcing school rules in the 

classroom.  Without a doubt, the interviewees made it clear that school rules 

are indisputably one of the pillars on which a school should be built to ensure 

a safe, harmonious and disciplined learning environment. 

The researcher will now represent the questions posed to participants, as well 

as the themes that were deduced from the responses.  The themes were 

compiled by identifying reoccurring responses from all three focus group 

interviews.   

Furthermore, the researcher would like to clarify the cross-referencing made 

in the discussion of each theme:  (cf. 2 (school number): 1 (row number in the 

interview transcript). 

The interviews gauged the educators‟ understanding of the application of 

mediation and advancing learners‟ rights in the classroom. 

Question 1: What do you think is the main purpose of an educator? 

Theme 1: To teach learners 

Although most participants immediately responded that probably to teach is 

an educator‟s main purpose, the mere transmittance of subject content is of 

little value the learner does not interact with the content.  From the focus 

group interviews, the researcher deduced that most of the participants did not 

realize that they should act out their responsibility to learners by not solely 

being a transmitter of knowledge, but rather by being a mediator (cf. 2:1).  To 

be teaching knowledge is an important aspect according to Fraser (2006:1).  

He feels that educators are required to have a sound knowledge of their 

learning area and to be an inspiration to their learners (cf. 2.2).  Egan and 

Gajdamaschko (2004:83) confirm this essential aspect by stating that one of 

the tasks of an educator is to teach as many of certain forms of knowledge as 

possible (cf. 2.2.1). 
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Theme 2: To lead and guide 

The main aspect mentioned in this theme is that an educator should lead a 

learner to learning (cf. 1:4) and guide learners (cf. 2:3).  These responses 

support the literature, by specifying that educators should intervene and direct 

learners in the learning process (cf. 2.1).  Cowley (2004:1) emphasizes that 

mediators should help their learners to understand how to think efficiently and 

show them how they can best utilize their brains (cf. 2.2). 

Theme 3: To support learners 

Educators should assist (cf. 2:3), mould, shape and enable learners to 

become productive citizens (cf. 2:5).  These responses support Boulle and 

Rycroft (1997:13) when they state that educators‟ support indirectly trains 

learners in decision-making that can be used in their future and will help to 

develop learners‟ confidence in managing their affairs in life (cf. 2.2). 

Theme 4: To motivate learners to grow 

According to Feuerstein (2007:15), educators should motivate learners to 

adapt to challenging situations and events (cf. 2.5.2.5).  Du Plessis et al. 

(2007:4) agree to this and add that educators should encourage learners to 

discover things for themselves (cf. 2.2.1).  In the researcher‟s opinion, 

motivating learners to discover things for themselves will prepare learners for 

adulthood. Only educators from School 2 thought that motivation is one of the 

biggest roles that an educator should fulfil (cf. 2:6, 2:7).  The responses from 

participants that upheld this theme were that educators should motivate 

learners while acting in loco parentis (cf. 2:6) and  that educators should  

teach and motivate learners (cf. 2:7). 

Theme 5: To help learners to be critical thinkers 

Fraser (2006:1) emphasizes that educators should direct learners in the 

learning process and not tell them what to think (cf. 2.2.1).  Of all 13 

participants, only 2 mentioned that learners‟ critical thinking should be 

encouraged and developed.  One participant remarked that educators should 
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develop critical thinkers (cf. 3:5).  Cowley (2004:1) argues that more emphasis 

should be laid on developing learners‟ critical thinking.  According to him, 

teaching learners to think is what education is about, therefore educators 

should help children to understand how to think effectively and demonstrate to 

them how best to use their brains (cf. 2.2).  

Seen in light of the responses from the interviewees, the researcher feels that 

most participants had a good idea of what the main purpose of an educator 

comprises, namely: to teach, motivate learners, encouraging critical thinking 

and supporting learners.   These purposes of educators are supported by Du 

Plessis et al. (2007:14) who stipulate that a mediator is expected to assist 

learners and direct learners in the learning process, but not to tell them what 

to think (cf. 2.2). This is satisfactory in establishing a sound teaching and 

learning environment so that learners can be taught effectively. 

Question 2: What do you understand under the term teacher as 

mediator? 

Theme 1: Facilitator 

An educator should act as facilitator to help the children in developing (cf. 

2:12).  Vakalisa (2004:25) strengthens the notion of an educator acting as 

facilitator by remarking that an educator should play a facilitating role to 

ensure that the learning task is successful within the learning context (cf. 2.2).  

It is therefore essential to note that an educator as mediator should not merely 

transfer information to the learner, but rather facilitate him in searching for 

applicable sources to assist him in the learning process. 

Theme 2: Someone who adapts to learners’ needs and backgrounds  

Fraser (2006: 1) feels that mediators should be sensitive to the different needs 

of learners and adapt their teaching strategies to learners‟ needs and 

shortcomings (cf. 2.2).  By doing this, an educator assists his/her learners to 

bridge the fissure between what they cannot do on their own at a given time to 

what they can do with a little aid from someone else (Fraser, 2006:1;  cf. 2.2).  

A participant wisely remarked that a mediator should be someone who adapts 
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to different backgrounds (cf. 3:7).  Although mediators should be sensitive to 

the backgrounds and needs of learners, the researcher would like to 

emphasize that equal treatment is still a very important aspect to bear in mind 

in the classroom.  According to the Constitution (1996:sec.9), learners have 

the right to equal treatment (cf. 3.3.1.3). 

Theme 3: Supplier of knowledge and information 

One respondent cleverly indicated that a teacher as mediator should give 

learners what they need to achieve (cf. 3:9).  Jacobs (2004:46) agrees that it 

is important to help learners to construct knowledge that is meaningful and 

useful in their lives (cf. 2.3.5).  Vakalisa (2004:3) states that knowledge is the 

construction of the individual learner (cf. 2.5.2).  It is thus a fact that an 

educator as mediator should consider supplying knowledge as a very 

important aspect.   

Theme 4: Someone choosing texts and textbooks 

A mediator should see what is in textbooks (cf. 2:13) and get suitable texts for 

learners (cf. 3:7).  Meadows (1993:23) recommends that educators choose 

texts that introduce knowledge from the outside world.  To do this, Fisher 

(2003:206) adds, texts should be drawn from a variety of genres (cf. 2.8.1, 

2.8.3).  It is thus evident that choosing reliable texts and textbooks form part of 

an educator‟s work (cf. 2.8.1).  In the opinion of the researcher, learner-

friendly texts and textbooks would also simplify the application of activities that 

can make mediation easier in the classroom. 

Theme 5: Someone who guides 

By stating that a mediator helps children to develop (cf. 2:12), one participant 

supports Fraser‟s (2006:1) opinion that the role of a mediator should assist  

learners in bridging the gap between what they cannot do on their own, to 

what they can do with a little help.  This is considered essential when seen in 

the light that learners are still immature and rely on proper guidance in fulfilling 

tasks. 
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Although the researcher found that most interviewees had given responses 

that have merit concerning the concept of being an educator and what it 

involves, it is uncertain if most of them really understood the concept teacher 

as mediator and what it involves.  It did not seem as if any of the participants 

really understood that being a mediator means that they should intervene 

between the learning content and the learner (cf. 2.2.1).  When comparing 

these responses to Section B of the questionnaire (cf. 5.3.1), it is also 

shocking that no educator mentioned any of the characteristics required of 

mediators in the interviews. 

Question 3: How would an educator’s role as mediator differ from that 

as mere provider of information? 

Theme 1: Mediators need a lot of patience 

Being a mediator involves a soft, human touch (cf. 1:15) and they should use 

patience to get someone to learn (cf. 1:16).  Maithufi (1997:261) notes that a 

duty of care, which implies that an educator should look after learners‟ 

physical and mental well-being, is essential in mediation (cf. 3.6).  It is thus 

evident to the researcher that, to portray patience when teaching learners, is a 

very important characteristic that an educator should have.  It is satisfactory to 

note that this aspect was mentioned during the interview. 

Theme 2: Encourage learners to get their own information 

According to the literature, a mediator should motivate learners to form and 

raise their own opinions on matters arising (Du Plessis et al., 2007:15) (cf. 

2.2).  In the opinion of one respondent, educators should tell learners to seek 

information (cf. 2:15).  In the opinion of the researcher, it is essential to 

remember that the educator is no longer the sole provider of knowledge in the 

classroom.  Learners should be taught properly how to search and obtain 

information and how to apply it to the work done in class. 
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Theme 3: Mediators explain and interpret information 

A mediator should teach as many forms of knowledge as possible (Egan & 

Gajdamaschko, 2004:83;  cf. 2.2).  Du Plessis et al. (2007:15) feel that 

knowledge is obtained by means of constructing and reconstructing meaning 

on the basis of the information received (cf. 2.3.5).  It is clear from one of the 

responses that mediators should add interpretation (cf. 3:12) to subject 

content.  To the researcher, it is important that any educator should be able to 

explain and interpret content taught to learners.  This is an indisputable task 

expected from an educator.  It cannot simply be accepted that all learners 

understand the work. 

Theme 4: Mediators ensure that what is done is relevant to the future 

Learners must see that what is done in class is relevant to their future and life 

(cf. 1:19).  Tzuriel (2000:220) supports this vision by stating that learners 

should benefit in the future from mediation occurring in the classroom (cf. 2.5).  

Patton (2005:24) emphasizes that mediators should strive towards developing 

active learners who are prepared for a future in which lifelong learning is core 

proficiency (cf. 3.6).  Seen from the responses and the literature, it is very 

important that learners are taught with their future in mind.  According to the 

researcher, it is worthless when content is taught that cannot aid learners in 

some or other aspect in their future. 

In examining the themes in this question, the researcher is even more 

convinced that most participants were not able to identify the difference 

between an educator and a mediator.  Looking at the literature referred to in 

each of the above themes, it appears that being a mediator comprises of 

much more than focusing on knowledge and the transference thereof.  Those 

are general aspects expected from an educator.  Being a mediator takes the 

transference of knowledge a step further in ensuring how the transfer is being 

done instead of what is done (cf. 2.1).  In the opinion of the researcher, this 

apparent confusion among the educators can lead to detrimental effects in the 

classroom where it is expected that an educator should apply mediation and it 

is possibly not being done accordingly. 
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Question 4: What do you think is an effective way to start a lesson? 

Theme 1: Get their attention 

To start a lesson, you need to get learners’ immediate attention (cf. 1:21).  

Feuerstein (2007:13) agrees with this opinion, stating that mediators should 

purposefully engage the attention of the learners immediately (cf. 2.5.1.1).  

The researcher argues that it is always a good idea to capture learners‟ 

attention in a creative way.  By doing this, it is ensured that their interest is 

alerted before getting to the learning content. 

Theme 2: Inform them what to do and why 

Learners need to be told what to do during the lesson and why (cf. 1:24).  

Educators should set outcomes and challenges (cf. 3:16) for all lessons.   

Tzuriel (2000:219) warns that mediators should point out the value and 

importance of work, while Feuerstein et al. (1994:26) are of the opinion that a 

mediator should always communicate the purpose of the lesson to the 

mediatee (cf. 2.5.1.3).  Learners should thus always be properly informed of 

what is expected of them during the lesson and what the desired outcome 

would be. 

Theme 3: Connect with what they already know 

Educators should use pre-knowledge: something learners know (cf. 2:22;  

2:17).  According to Fraser (2006:7), learners should come to class with 

unique experiences which will establish how they will integrate new 

information with existing knowledge to reach a new understanding (cf. 2.3.5).  

When looking at the aforementioned literature, it is thus evident to the 

researcher that connecting prior knowledge to new content is always a good 

idea, to make learners feel competent before getting to the new lesson 

content. 

Theme 4: Use creativeness, variation, concepts and statements 

Educators should be creative (cf. 1:25), use variation (cf. 3:15), emphasize 

key concepts to connect with the content (cf. 3:17) or make a wild statement 
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(cf. 1:23) before starting a lesson.  Feuerstein (2007:13) argues that 

mediators should evoke the interest and curiosity of the mediatee (cf. 2.5.1.1).  

It is clear that being creative and using variation evokes interest in a learner 

and may be advantageous to the learning process. 

From the above responses, it is satisfactory to mention that, from the 

researcher‟s point of view, the majority of educators who participated in the 

focus group interviews were aware of effective ways to start a lesson.  The 

implication of having relevant ways to start a lesson is that the first of the 

universal criteria of mediation is met.  Intentionality and reciprocity facilitates 

efficient registration of the information, adequate processing and the accurate 

response thereof (cf. 2.5.1.1).  Reciprocity is a method to turn an implicit 

intention into an explicit, volitional and cognizant act (Feuerstein et al., 

1994:18). 

Question 5: Do you think it is important to link the subject of the 

lesson to previous or future events? 

Theme 1: Learning should be connected to things from the world 

Fraser (2006:6) points out that learning should entail that a learner will 

construct his understanding and knowledge of the world on the basis of 

information received (cf. 2.3.5).  It is evident that all humans live in a world 

where much is expected of each individual.  Connecting content to various 

aspects relating to the world everyone lives in may prove advantageous to 

learners. The participants felt that learning should link the outside world (cf. 

2:27) and connect learning content with the universe (cf. 1:27). 

Theme 2: Lessons should link to things from the past 

One participant was of the opinion that educators should link lessons to 

historical events (cf. 1:28).  Klein (2000:242) advises that lessons should link 

to past, present and future experiences in life (cf. 2.5.1.2).  Involving reference 

to historical events when focusing on subject content may help learners to 

relate to things already known to them. 
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Theme 3: Involve current occurrences in life and work with future 

events 

A clever response was that lessons should guide them (learners) for their 

future (cf. 2:29).  Boulle and Rycroft (2007:13) emphasize that whatever 

learners are acquainted with in class should be of such a nature that it can be 

used in their future (cf. 2.2).  Leading learners towards becoming independent 

citizens and adults is an extremely important aspect that educators need to 

address.   

The researcher was impressed that the majority of the interviewees were 

aware of the ways (referred to in the literature, cf. 2.5.1.2) in which lessons 

should link to things from the past.  This could prove advantageous to the 

learning process.  Positive responses hold numerous advantages for the 

classroom.  This indicates that the universal mediation principle – 

transcendence – is met in classrooms (cf. 2.5.1.2).  It implies that interaction 

between a human being and the world takes place (Feuerstein et al., 

2010:45). 

Question 6: How important is it to enforce school rules? 

Theme 1: School rules help to establish sound discipline 

Two remarks were that no rules equals no discipline and without rules, there 

would be chaos  (cf. 3:25).  In Maithufi‟s view (1997:261), a reason for school 

rules is to maintain order at a school (cf. 3.6).  Two of the responses thus 

supported the view in the literature. 

Theme 2: Rules are only effective if applied by the whole school 

It’s teamwork (cf. 1:37) and the whole school needs to apply it (cf. 1:33) were 

strong viewpoints from the participants.  According to Fullan and Miles 

(2002:81), educators must look for opportunities to unite forces with others to 

realize that they are merely part of a movement to develop a learning 

civilization through their work with learners and parents (cf. 3.6). 
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Theme 3: Enforcing school rules contributes to adulthood 

When asked how important it is to enforce school rules, a response was that 

learners will learn how to react as adults (cf. 2:35).  In trying to figure out why 

learners‟ rights are important, Smit (2008:211) points out that learners 

experience much conflict and many challenges in classrooms and their school 

environment which will become a part of their lives in the society they live in 

(cf. 3.1). 

It seems to the researcher that most participants felt strongly about the 

existence and effective application of school rules at their schools and in 

classrooms.  It was also evident from a few participants that they felt that the 

application of school rules cannot rest supremely on the shoulders of the 

educator.  It was mentioned that a whole-school approach is needed for this 

purpose.  Educators should be aware of protecting, promoting and fulfilling 

fundamental rights that are acknowledged in the Constitution, as pointed out 

by the Guidelines for Codes of Conduct (SA, 1998:reg.4.1).  This implies that 

educators have an obligation to advance learners‟ fundamental rights (cf. 

3.2.1). 

Question 7: Whose duty do you think it is to ensure that a learner 

copes with the work? 

Theme 1: An educator’s main duty is to explain the work 

According to Stoll et al. (2006:222-223), education should be effective and 

characterized by skilled and well-trained educational staff (cf. 3.1).  In the view 

of one participant, educators should explain the work (cf. 1:40). 

Theme 2: Learners should learn, pay attention and tell if they do not 

cope 

Seen in the light of the Constitution and according to the Guidelines for Codes 

fo Conduct (SA, 1998:reg.5.5), learners also have the responsibility to 

contribute to the learning process (cf. 3.1).  One participant felt it is the 



 

Chapter 5: Data analysis and interpretation 245 

learner’s responsibility to cope (cf. 1:4) and coping with work remains the 

learner’s duty, but the educator must help (cf. 3:28). 

Theme 3: Parents should notice if children do not cope with the work 

Fullen and Miles (2002:81) remind us that forces need to be united between 

educators, learners and parents (cf. 3.6).  A participant noted that a parent 

should pick up if his child experiences difficulty at school (cf. 2:40). 

Theme 4: The Department of Education also has a responsibility to 

support 

According to Currie and De Waal (2005:636), the state is obliged to supply a 

supportive role in education (cf. 3.2)  Only one participant felt that the 

department is liable to intervene to ensure child progress (cf. 2:41), thus 

supporting the view of Currie and De Waal (2005:636). 

From the responses, the researcher was under the impression that some of 

the educators did not seem to admit that it is mostly an educator‟s 

responsibility to ensure that learners cope with the work.  The Department of 

Education cannot be expected to ensure that learners cope with their work.  It 

can indeed be helpful if learners report that they do not understand or cope 

with the work, but it is still mainly the educator‟s task to monitor individual 

performance and to supply assistance when needed.  The researcher 

deduced from the mentioned interviewee‟s response that she was confused 

when referring to the term policies.  The researcher was sure that the 

participant tried to say that various applicable laws should be kept in mind. 

Question 8: How can a learner’s right to education be protected? 

Theme 1: Learners should be taught to respect themselves and others 

Participants felt that some learners disrespect a teacher (cf. 1:49) and need to 

be taught to respect themselves (cf. 1:45).  The responses support Feuerstein 

et al. (2010:53) who emphasize that learners should be encouraged to adapt 

to one another, increase support from another and create harmony between 

one another (cf. 2.5.2.4). 
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Theme 2: Educators should know their learners 

It was felt that educators should know a child’s circumstances (cf. 1:45), thus 

supporting Joubert and Prinsloo (2001:81), who indicate that educators should 

direct each learner to develop to his full potential (cf. 3.6). 

Theme 3: A suitable school environment supported by good discipline 

Some participants were of the opinion that educators should create a teaching 

environment (cf. 1:47), supported by strict discipline (cf. 3.33).  The responses 

support Fraser‟s opinion (2006:1) that educators should create a learner-

friendly milieu and classroom climate (cf. 3.1). 

Theme 4: Point out to learners their responsibilities 

A major point of critique from one participant seemed to be that learners did 

not know their responsibilities and that they should be taught responsibilities 

(cf. 3:31).  According to the Guidelines for Codes of Conduct (SA, 

1998:reg.2.2 & cf. 4.7.4), learners are subjected to accepting accountabilities 

(cf. 3.1).  Fraser (2006:1) also points out that learners should claim 

responsibility in the teaching partnership at school, which supports the 

response received. 

Theme 5: Inform them about rights 

It was felt that more policies need to be considered (cf. 2:48), as if a piece of 

paper could ensure informing learners of their rights.  Joubert and Prinsloo 

(2001:138) are of the opinion that quality education is meaningless unless 

learners are proficient in pursuing their educational rights in a school 

environment (cf. 3.1).  The researcher is of the opinion that the interviewee did 

not understand what a policy does in education.  This response creates doubt 

whether this interviewee would be able to advance fundamental rights in the 

classroom. 

Although the researcher came under the impression that most participants 

had an idea of how learners‟ rights can be advanced, it was evident that most 

educators did not refer to any specific fundamental rights that need to be 
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advanced at school.  It was expected that educators would refer to 

fundamental rights, for example to equality that should be respected and 

promoted in the classroom. 

Question 9: Do you think it is a waste of time to apply mediation in 

the classroom? Explain. 

Theme 1: Classes are too big 

One participant responded that mediation is not possible due to overcrowded 

classes: it is not easy because classes are too big (cf. 1:53). Feuerstein 

(2000:154) emphasizes that the mediator is still accountable for the 

stimulation reaching the recipient (cf. 2.5.1.2). 

Theme 2: It is not always possible or practical 

Du Plessis et al. (2007:9) remark that the mediation procedure simply involves 

structuring activities to enable the learner gradually to gain conscious control 

over real-life activities and problems that need to be solved (cf. 2.2.1).  

However, one participant answered that mediation is not always practical or 

possible (cf. 1:52). 

Theme 3: It leads learners to become involved in their learning process 

In Fraser‟s view (2006:1), learners are expected to take responsibility for their 

own learning (cf. 2.2).  One participant cleverly responded that mediation 

involves learner involvement (cf. 2:54) and leads learners to understand better 

(cf. 2:55). 

The responses obtained from the participants proved to be disappointing to 

the researcher.  Very few interviewees answered the questions directly.  Most 

of the participants rather thought of reasons why they believed mediation was 

impossible to apply.  Reasons such as big classes, impossibility and not 

practical were seen as lame excuses to escape obligations laid on them.  The 

implication of this on teaching and learning points towards educators 

unofficially admitting that they do not apply mediation in their classrooms or 

possibly do not clearly understand what mediation entails. 
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Question 10: How do you feel about applying rights in the classroom?  

Explain. 

Theme 1: It emphasizes that both learners and educators have rights 

One participant felt strongly that rights go to both sides (cf. 1:57), implying that 

it is imperative to remember that both educator and learner have rights.  Proof 

of this is most importantly the Constitution (1996:sec.2)  which all educators 

and learners are subject to (cf. 3.1). 

Theme 2: Rights and responsibilities are dependent on each other 

A clever remark that rights go hand-in-hand with responsibility (cf. 2:60) 

summarises the notion that with every right, there will be responsibilities.  

Joubert and Prinsloo (2001:25) remind us that all duties are accompanied by 

responsibilities and obligations.  They also mention that people may only insist 

on their rights being honoured and respected if they fulfil their duties (cf. 3.6). 

Theme 3: An educator should have the last word regarding rights and 

the application thereof 

Two participants overwhelmingly felt that rights must only be exercised to a 

certain limit (cf. 2:59) and that the educator must still have the final say  (cf. 

2:57).  Fundamental rights are not absolute and can be limited by rights of 

others; there is a law of general application and definitional parameters of 

rights as described in the Constitution (1996:sec.36; cf. 3.1). 

Once again, it felt as if most participants were somehow hesitant to admit 

blatantly that applying rights in the classroom is necessary.  Some of them 

were still stuck with the notion that educators have fewer rights than learners 

and that learners‟ rights weigh heavier than those of their educators.   
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Question 11: How possible is it to accommodate the needs of all 

learners?  Explain. 

Theme 1: It is impossible, due to a lack of funds and badly informed 

educators 

Some participants blamed the impossibility to accommodate needs of learners 

upon material needs (cf. 1:58) and the speculation that educators are not 

equipped to handle situations (cf. 3:45).  Fraser (2006:1) notes that, while 

mediating, the educator must be sensitive to the various needs of learners, 

adapt teaching strategies accordingly, use the medium of teaching effectively 

and create a learner-friendly classroom (cf. 2.2).  It seems to the researcher 

that the participants were trying to put the blame of their negligence in 

attending to the needs of learners on anything but themselves.  No money is 

needed to evoke interest and assistance in a learner‟s needs.  An involved 

and caring educator should surely try everything in his/her ability to address 

the needs of his/her learners. 

Theme 2: It poses difficulty due to too many children per class 

Once again one educator seemed to blame overcrowded classes (cf. 2:64) for 

the incapability to meet the needs of all learners in a class. 

Theme 3: Government and school context have an influence on 

accommodating needs of learners 

Some participants seemed to feel that the government should take 

responsibility (cf. 1:57) and that the possibility to address the needs of all 

learners depends on the school environment (cf. 2:65).  Stoll et al. (2006:221-

223) remark that the concept of educators making contact with learners, 

colleagues, principals, the Department of Education, parents, the School 

Governing Body and other parties points towards all parties being responsible 

to meet the needs of learners (cf. 3.1). 

The researcher once again got the impression that some participants felt 

somehow guilty when answering this question.  The fact that overcrowded 
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classrooms and a lack of money were mentioned again proved that not all 

educators were honest concerning whether they did enough to accommodate 

the needs of their learners.  The researcher wishes to support the literature by 

emphasizing that accommodating most needs among learners does not 

involve money, but rather patience, time and empathy.  According to Fraser 

(2006:1), a mediating educator should be sensitive to the needs of all learners 

and adapt his/her teaching strategies to learners‟ needs and shortcomings by 

using the medium of teaching efficiently and creating a learner-friendly milieu 

and classroom climate (cf. 2.2).  From this literature reference, it is thus clear 

that addressing needs of learners does not require money or help from the 

government, but refers only to the care and duty of the educator. 

The next section will present the data analysis and interpretation of the six 

observations done at two schools.  The first observation at each school was 

an announced visit, while the remaining two were unannounced.  Announcing 

the first observation aimed at reassuring the educators that the observations 

were non-threatening (cf. 4.4.2.2). 

5.5 DATA ANALYSIS AND INTERPRETATION:  OBSERVATIONS 

The trends that were observed during the observations of two participants in 

six observation sessions are discussed according to the criteria in the 

observation schedule. 

Before the data are analysed and discussed, a brief overview of the 

researcher‟s reflections on the classroom contexts of both participants is 

provided.  This is done in order to provide a better picture of the different 

observation contexts.  A reason for doing this was to estimate each 

classroom‟s learning climate to determine whether it was suitable for effective 

mediation to take place which would advance learners‟ fundamental rights. 
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Table 5.33: Observation context 1 

 Observation 1 Observation 2 Observation 3 

Date: 12/10/09 13/10/09 15/10/09 

Time: 07:45 8:55 11:50 

Number of 
learners: 

17 18 15 

Educator 
punctuality: 

Yes. No.  Educator is 
five minutes late 
for class. 

No.  Educator is 
seven minutes late 
for class. 

Literature 
genre: 

Reading from 
prescribed book. 

Poetry. Reading from 
prescribed book. 

Learner 
participation 
and 
involvement: 

Learners are 
passive. 

Learners are 
passively listening 
to poem being 
explained. 

Learners are 
listening while 
educator reads 
from the book. 

In this observation context, it was obvious that the educator had many years 

of experience in teaching English First Additional Language (cf. Table 5.32;  

Educator 2).  However, it proved doubtful whether experience in the field 

counted in favour of the learners as expected.  All three times, the learners 

were extremely passive and seemed bored.  The educator neglected involving 

her learners in the reading process and some learners were notably busy, 

either sleeping or communicating on their cellular phones.  These matters 

were not addressed by the educator.  In fact, the educator once interrupted 

herself by answering her phone in class.  It seemed obvious to the observers 

that the educator was familiar with the prescribed reading book, for she knew 

certain parts by heart, told learners in advance what would happen next and 

even laughed at her own imitation of characters.  Unfortunately, the educator‟s 

enthusiasm in reading did not seem contagious.  Learners did not appear to 

be amused at all.   

The second observation also proved disappointing.  The observers expected 

learners to show more interaction with the poem.  The educator monotonously 
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read the poem and explained difficult words.  Only four learners made notes 

and seemed interested in the lesson. 

The last observation equalled the disappointment which was experienced in 

the previous two visits.  Besides the fact that the educator was even later for 

class than on the previous visit and that her learners were wandering around 

outside her class for quite a while, the educator simply entered her class after 

gathering her learners and started to read from her textbook. 

In the opinion of the researcher, observations during the first visit were 

extremely disappointing: an experienced educator had made herself grossly 

guilty of neither applying mediation in her classroom nor advancing her 

learners‟ fundamental rights.  By acting passively and being responsible for all 

the reading and analysis thereof, she consequently excluded her learners 

from having the right to participate and interact with the learning material.  

To the researcher, the three observations at this school proved to be 

disappointing.  Whatever was observed was seen as being detrimental to 

mediated learning and an infringement of learners‟ fundamental rights.  

According to Stoll et al. (2006:222-223), education should be effective and 

characterized by skilled and well-trained educational staff (cf. 3.2).  It is 

apparent that the teaching that occurred in this classroom was not effective 

and that the educator was not skilled in applying mediation in her classroom.  

By not meeting the criteria expected of an educator, this educator infringed 

sections 28(2) and 29(1)(a) of the Constitution (1996) where it is stipulated 

that the best interests of a child is of paramount importance and that a learner 

is entitled to a basic education.  By not serving the interests of her learners, 

this educator has made herself guilty of not advancing these fundamental 

rights of her learners. 
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Table 5.34: Observation context 2 

 Observation 1 Observation 2 Observation 3 

Date: 14/10/09 21/10/09 22/10/09 

Time: 12:40 12:05 12:05 

Number of 
learners: 

13 11 No observation 
took place.  The 

educator suddenly 
decided that her 
learners would 
write Paper 3 

without notifying 
the observers, 
although being 
aware that she 

would be observed. 

Educator 
punctuality: 

Yes. No.  Educator is 
late for class. 

Literature 
genre: 

Prose.  Literature 
notes are referred 

to. 

Prose.  Educator 
reads from book. 

Learner 
participation 
and 
involvement: 

None.  Educator 
reads from 

literature notes. 

None.  Educator 
reads from 

prescribed book. 

During this observation context, it was clear that the young educator (cf. Table 

5.32; Educator 4) was not at ease with teaching English First Additional 

Language.  She constantly explained and communicated in Afrikaans and the 

learners were also allowed to respond in Afrikaans.  Although the first 

observation was made on appointment, the educator regretfully admitted that 

she totally forgot about it.  She responded that she had actually arranged with 

her learners to continue with their literature test which they could not complete 

during the previous period.  This lesson merely consisted of prose notes being 

read aloud and some learners underlining important aspects.  When one 

learner inquired about a certain character, she admitted that she was not sure 

and she seemed insecure for the remainder of the lesson.   

The second observation seemed even more disappointing.  The lesson 

evolved around the educator reading from the prescribed book.  She 

constantly mispronounced some of the words while certain learners corrected 

her.  Twice she allowed lengthy discussions regarding matters not relevant to 

the work.   
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The third observation exceeded all disappointing expectations.  After knowing 

that another observation still had to be done before the end of the week, she 

abruptly told the observers that she decided that her learners would write their 

Paper 3 examinations on that day.  She apologized and commented that she 

forgot to notify the observers in advance.  No observation could take place, 

due to the educator‟s failure to keep to arrangements made in advance. 

The researcher experienced pity for learners being deprived of experiencing 

mediation and not having their fundamental rights respected and advanced in 

the classes of this participating educator. Notwithstanding the fact that the 

educator in context 2 was still young, her immaturity in the classroom 

concerning interaction and participation in learners‟ non-applicable 

discussions appalled the researcher.  She tended constantly to interrupt 

herself and was diverted to various discussions other than the learning 

content.  Her inexperience as English educator was also notable not only to 

the researcher, but also her learners when she repeatedly admitted that she 

did not know the answers to their questions or the meaning of certain difficult 

words.  However, not once did she promise to find the answers to their 

questions or even motivate them to look for the answers, for example in 

dictionaries.  The second observation context proved to be even more 

disastrous than the first. 

The next section will present the data analysis of the observation criteria for 

each of the six observation sessions. 

5.5.1 Observation:  Mediation in the classroom 

Criterion 1: Is the intention of the lesson communicated thoroughly? 

Not in one of the six observations did the educators inform the learners in 

advance of the lesson‟s objective.  In all cases, learners were simply told – or 

expected - to get out their books and to start following the educator‟s reading 

from the prescribed book.  Many learners seemed to be fumbling even after 

the educator had commenced her reading.  If the intention had been 

communicated beforehand, learners would have realized the necessity for 

being involved in the reading process.  Many learners also lost interest soon 
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after the lesson had started.  Once again, informing learners in advance what 

the desired outcome and purpose of the reading would be, would have 

ensured more learners‟ dedication to the reading process. 

The researcher found that this observation definitely contradicted the findings 

from the literature.   Not once did any of the participants in any of the six 

observation visits communicate the intention of the lesson to their learners.  

Mostly, learners were promptly told to get their books out and to commence 

following the reading where they had left off in the previous period.  However, 

according to Feuerstein et al. (2010:41), the mediator with intentionality 

changes the stimuli and will cause them to be more prominent, imposing, 

influential and eventually more understandable and important to the recipient 

of the mediation (cf. 2.5.1.1).  Klein (2000:242) refers to intentionality and 

reciprocity as the act of an adult that appears to be focused on in the direction 

of influencing a child‟s behaviour (cf. 2.5.1.1).  It is thus evident from the 

literature that the value of communicating the intention cannot be 

underestimated, as was clearly done by both observed educators.  By 

neglecting this mediational principle, the educators also neglected serving the 

best interests of the child as referred to in the Constitution (1996:sec.28(2)).  It 

is clear that the intention of a lesson should be made clear in advance to 

ensure optimal learning.  As this was not done, the educators prevented their 

learners from learning optimally.  The best interests principle was therefore 

neglected. 

Criterion 2: Are the reasons for the lesson and for doing certain things 

discussed? 

None of the educators gave reasons for doing any reading or poetry.  When 

prose worksheets were looked at during one observation, prose notes focused 

on and important aspects referred to in another, learners were – once again – 

not told why this should occur.  In the poetry lesson, learners were time and 

again told that certain aspects were important, but not given reasons why.  It 

might have been debated that learners in Grade 11 should know the reasons 

for the lesson or for doing certain things, but from the observer‟s position in 

the classroom, it proved wrong to make this assumption, for most learners 
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were clearly not aware why their contributory involvement would have been 

appreciated for the outcome of the lesson. 

Even with this criterion, the responses did not support the literature.  Learners 

were merely following their educators‟ reading in class without being informed 

why they should do so.  Thereafter learners were either instructed to complete 

worksheets or to underline aspects in their notes.  Not even in these cases 

were they told why it is necessary for them to follow the instruction.  It is 

evident that reciprocity as mediation principle was not addressed in any of the 

observations.  Feuerstein et al.  (2010:43) mention that reciprocity comes into 

the picture when the learner shares in the intention of the mediator and 

transforms the intention into an intentional act (cf. 2.5.1.1).  Besides not 

advancing the best interests of the child, the educators failed to meet the 

preamble of the Schools Act (84 of 1996) where it is stipulated that educators 

should provide education of high quality to all learners and, in so doing, lay a 

strong foundation for the development of all learners‟ talents and capabilities.  

Unfortunately, these educators failed in providing opportunities for learners to 

promote their talents and capabilities. 

Criterion 3: Does the mediator link the lesson with previous or future 

events? 

In neither context was a lesson linked with previous or future events.  

Although the two prescribed books could successfully link with such events, 

neither of the two educators thought it wise to do so.  Considering that they 

were mostly reading lessons, learners‟ memories were not refreshed by what 

they had read in the previous lesson.  Educators could also have shown their 

learners the applicability of the reading content in today‟s context.  The 

reading content concerned such circumstances as bullying (during the reading 

of Lord of the Flies) or the value of animals in society (during the reading of 

My Family and Other Animals).  It is thus evident that these educators could 

have extended the lesson beyond merely reading from the text of a narrator, 

by involving previous, current, or future events, not only occurring in the 

literature context, but also worldwide. 
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In the opinion of the researcher, it would have been possible for both 

educators to link their lessons to previous or future events.  Whether reading 

from their prescribed books or doing the poem in one of the observed 

sessions, the educators could have evoked much more interest and 

enthusiasm from their learners by linking the content.  Unfortunately, neither 

educator felt like walking the extra mile to make the content more easily 

accessible and understandable to their learners.  Klein (2000:242) points out 

that transcendence should include relating to past, present and future 

experiences.  In neglecting to apply transcendence in their lessons, the 

educators also failed to meet the practical competence that an educator as 

mediator should apply to advance learners‟ fundamental rights as stipulated in 

the Norms and Standards for Educators (SA, 2000;  cf. Table 3.1). 

Criterion 4: Does the mediator promote a positive attitude towards 

learners and the learning material? 

Although the educator in the first observation context seemed lively in reading 

aloud from the book, learners did not react satisfactorily.  The educator soon 

gave up hoping for more enthusiastic learners and later on requested learners 

to do some reading on their own.  When realizing learners did not do as 

requested, she promptly told them to stop reading and rather start completing 

the worksheets.  During the second observation session, the educator asked 

learners to underline important aspects in the notes.  No explanation or 

discussion regarding the importance of the aspects followed.  In the classes of 

both educators, learners were observed lying on their arms and others were 

texting on their cellular phones.  None of the educators expressed any 

judgment thereof.  The unacceptable behaviour was simply not taken notice of 

and the educator commenced with the lesson as if the learners were not even 

part of the class.  The educators could have swayed those learners‟ obvious 

negative attitude towards reading if they had acted in a satisfactory manner. 

Unfortunately, educators‟ optimism lacked in all the observation sessions.  

The educators appeared to be extremely passive and laid-back when reading 

from their novels.  Learners were notably bored and it was no secret that they 

were either daydreaming or preferring company with peers on their cellular 
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phones.  Even these unacceptable tendencies of learners did not seem to 

evoke any reaction from either educator.  The researcher got the impression 

that the educators‟ only desire was to get the reading over and done with. 

In the opinion of Klein (2000:242), mediation of meaning entails an adult‟s 

behaviour that expresses verbal or non-verbal excitement or appreciation.  

Tzuriel (2000:219) mentions that mediation of meaning refers to interactions in 

which the mediator tries to emphasise their significance and worth by pointing 

to importance and value thereof (cf. 2.5.1.3).  As it is clear that mediation of 

meaning was not met, it is a fact that learners‟ education is not as effective as 

it should be (cf. 3.2).  It is also evident that these educators are not aware that 

the Code of Professional Ethics (found in Act 31 of 2000) specifies that 

educators should not be careless or laid-back when performing their duties 

(SA, 2000:reg.3.13) and should hold the self-esteem, convictions and 

constitutional rights of learners in high regard (SA, 2000:reg.3.1; cf. 3.4.3.2). 

By not promoting a positive attitude towards learners and their learning 

material, these educators do not advance their learners‟ fundamental rights, 

especially their dignity (cf. 1996:sec.10). 

Criterion 5: Does the mediator provide opportunities for the learners to 

respond and master the tasks? 

Not in one of the four observed reading periods did either of the two educators 

involve learners in reading.  Learners were not given any opportunities to feel 

competent at all, due to the fact that they were merely passive onlookers to 

the educator‟s reading.  Twice – once in both contexts – learners were given 

the opportunity to start with the given homework in class.  Not once did the 

educator walk around in class, ensuring that learners coped with the 

questions or work.  They were simply told that they should search for the 

answers to the given questions.  It is thus evident that neither educator could 

have determined whether the learners mastered the given task.  Educators 

could also effectively have asked various learners to do the reading aloud.  

The advantage of this would have been that learners would feel as if they 

contributed to the lesson, they could have learnt from the experience and their 
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feeling of competence could have been uplifted.  Unfortunately, neither of 

these two educators ever thought of asking learners to read to the class. 

Once again, this finding contradicted the literature.  Learners were again 

deprived of the privilege to interact with the learning content in trying to master 

the tasks and deliver their own point of view on complex matters arising from 

the novel.  In some cases, the researcher found that the participating 

educators asked questions, but had the tendency of answering their own 

questions before any of the learners were given the opportunity to try their skill 

at doing so.  Learners are in such instances robbed of the right to experience 

individual growth in trying to master tasks.  This criterion linked with the 

mediation of competence as situational criterium of mediation.  Feuerstein 

(2007:14) points out that the educator needs to generate a feeling of 

competence in the learner.  The educator should provide opportunities for the 

learners to interact with tasks which he/she can master and then experience 

success in order to obtain positive feedback and support (cf. 2.5.2.1).  In 

preventing this from occuring, these two educators contravened regulation 3.2 

of SACE (SA, 2000) which specifies that educators should recognize the 

distinctiveness and individualism of all learners while supporting them to get in 

touch with their potential (cf. 3.4.3.2). 

Criterion 6: Is group work encouraged? 

Although all the observed lessons mostly entailed reading from the book, 

notes or poem, and group work was not possible during the reading thereof, 

group work could have been possible afterwards.  Instead of simply telling 

learners to complete worksheets in their books or telling them the meaning of 

difficult words during the reading or explanation of the poem, the two 

educators could cleverly have used the opportunity for learners to explore the 

many dictionaries to the front of each class in groups.  The educators could 

have made each reading activity a fun activity by involving group discussions 

regarding what had been read and their opinions on it.  However, this was 

never done.  No group work opportunity was ever given or encouraged. 



 

Chapter 5: Data analysis and interpretation 260 

From the literature it is very clear that group work should be encouraged.  

Learners should be given opportunities to share their knowledge and opinions 

with others and also to learn from others.  This fluency and opportunity of self-

exploration and sharing was taken away from all the learners in the observed 

classes.  In none of the two participating educators‟ classrooms did group 

work ever surface or was it encouraged.  Mediation of sharing behaviour is a 

very important situational criterion.  This entails that the educator must 

encourage group work and cooperation between learners (Feuerstein, 

2007:14; cf. 2.5.2.3).  By preventing learners from interacting and learning 

from one another, as these educators did, they did not meet the requirements 

of practical competence as stated in the Norms and Standards for Educators 

(SA, 2000; cf. Table 3.1).  This also implies that the best interests of the child 

would not be advanced (cf. 3.5). 

Criterion 7: Does the mediator respect individuality and originality in 

learners’ thinking? 

During the period in which poetry was done and the other in which prose 

notes were looked at, few learners appeared interested or asked questions.  

Not one of the two educators involved in these two lessons appeared to have 

given learners the benefit of the doubt regarding their opinions or to have 

judged their answers on merit.  Learners were rigidly and abruptly told what 

the answer should be.  No opportunity or room was thus given for learners to 

master individuality or to feel competent. 

Once again, it must be accentuated that individuation is an important aspect in 

mediation (Feuerstein et al., 1994:42; cf. 2.5.2.4).  Learners need to be 

afforded the opportunity to give their own point of view on how they see and 

experience complicated issues.  Feuerstein (2007:14) mentions that the 

educator as mediator values and recognizes individual differences and 

divergent responses (cf. 2.5.2.4).  During literature periods, educators have 

excellent opportunities to allow individual inputs.  Not only will such behaviour 

enrich the lesson content, but it will also create opportunities for individual 

growth and upliftment of a learner‟s self-esteem.  However, these two 

educators only seemed interested in their own individuality and did not value 
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any individuality or originality in their learners‟ thinking.  By limiting their 

learners‟ individuality, these educators limited critical thinking as is 

underpinned by mediation (cf. 2.2).  By preventing critical thinking and 

individual inputs, the educators discouraged the development of learners‟ 

potential, as pointed out in the National Policy Act (27 of 1996:sec.4(b)). 

The next section focuses on giving the reader an oversight on the 

triangulation of data in this study. 

5.6 TRIANGULATION OF DATA 

According to Stake (2000:443), triangulation is considered to be a method of 

using multiple perceptions to clarify meaning and to verify the repeatability of 

an observation or interpretation.   

Garson (2008) mentions that triangulation is the attempt to improve reliability 

by reducing systematic (method) error through a certain strategy in which the 

researcher employs manifold methods of measurement (in this case 

questionnaires, focus group interviews and observations).  If alternative 

methods do not share similar sources of error, examination of data from 

alternative methods gives insight into how scores may be adjusted to come 

nearer to reflecting true scores, thereby increasing reliability. 

According to Maree and van der Westhuizen (2007:39), triangulation is vital in 

facilitating interpretive validity and establishing data credibility, and could 

necessitate researchers to ensure the degree to which conclusions based on 

qualitative sources are supported by a quantitative perspective, and vice 

versa. 

In this study, the researcher triangulated the findings from the quantitative 

constituent (questionnaires) and the qualitative components (focus group 

interviews and observations).  By triangulating the findings, the researcher 

established areas of concern where the proper mediational approach did not 

thrive as it should.  The researcher will demonstrate the findings from 

captured data regarding each of the mediation principles. 
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 Intentionality and reciprocity 

The questionnaire data revealed positive responses from the majority of 

learners and educators that intentions of lessons are indeed made clear.  This 

positive response was only supported by two participants (cf. 1:24; 3:16) in 

the focus group interview who indicated that learners need to be told what to 

do during the lesson and why and that educators should set outcomes and 

challenges. The observation data also revealed that not once did the 

participants communicate the intention of lessons to their learners. Based on 

all three sets of data, the researcher concludes that the questionnaire data did 

not reveal the true reality in terms of intentionality and reciprocity being 

applied in the classroom, as both the focus group data and the observation 

data indicated limitations in this regard.  By not making intentions clear during 

teaching and learning, the best interests of the learner as a fundamental right 

could be compromised. 

 Transcendence 

From the data gathered from the learner questionnaires, more than a quarter 

of the learners indicated that transcendence does not occur in their English 

classrooms. Even though most of the participants who completed their 

questionnaires indicated that transcendence takes place in their classrooms, it 

seems quite doubtful to believe, because the focus group interviews proved 

that educator participants were not totally honest in their questionnaires.  One 

respondent revealed that learners must see what is done in class is relevant 

to their future and life (cf. 1:19).  Unfortunately there is a difference between 

realizing that learners should see and helping them to link what is done in 

class with the future.  During the observation data, it was confirmed that 

learners were not encouraged to show interest in their work or to link the 

content with the world.  This also proved to the researcher that transcendence 

did not take place in the observed classrooms.  After considering all the data 

collected, the researcher comes to the conclusion that what is revealed in the 

quantitative data does not reflect in the qualitative responses.  To the 

researcher, it seems unlikely that transcendence occurs at all in these 

classrooms.  By not supporting transcendence during teaching and learning, 
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becoming a well-developed citizen formed by the fundamental right to a basic 

education could be compromised. 

 Mediation of meaning 

The quantitative data had shown that most of the participants felt that 

meaning is communicated during teaching in their classrooms.  It is vital that 

learners are given reasons for doing things in their class.  Unfortunately, only 

two participants indicated during the focus group interviews that learners must 

be informed in advance of what they should do and why they should do it, as 

well as what the intended outcomes and challenges would be (cf. 1:24; 3:16).  

Not even in one of the observations did the researcher note that mediation of 

meaning took place.  The researcher deduces from the data that the 

qualitative data contradict what was reported in the quantitative data and finds 

the application of this mediation principle in classrooms unlikely to occur.  By 

not making meaning clear during teaching and learning, the best interests 

principle of the child is not adhered to. 

 Mediation of feeling of competence 

Even though all the educators who took part in completing the questionnaires 

indicated that they create a feeling of competence in the learner, a number of 

the learners did not agree that their educators provide opportunities for them 

to interrelate with tasks which they can master and ultimately experience 

accomplishment thereof.  During the focus group interviews, no educator 

mentioned that it was indispensable that their learners felt proficient at 

performing tasks.   At the observations, the researcher noted that the 

observed learners were not given any opportunities to experience interaction 

with their tasks in their individual ways.  Their inputs were not valued by their 

educators and they were frequently corrected or their answers were altered to 

those of their educators.  After examining the responses from all the gathered 

data, it was evident to the researcher that a feeling of competence was not 

advanced in these observed classrooms.  By not making a feeling of 

competence clear during teaching and learning, human dignity as a 

fundamental right could be compromised. 



 

Chapter 5: Data analysis and interpretation 264 

 Mediation of regulation and control of behaviour 

A few learners who completed their questionnaires disagreed that their 

educators applied this principle in their classrooms.  However, the majority of 

the educators who completed the questionnaires indicated that they regulate 

and control their learners‟ behaviour.  Then again, both the focus group 

interviews and the observations proved the opposite.  During all the 

observations, the researcher concluded that the learners were passively 

undergoing the lesson.   In no class did any of the observed educators try to 

control or regulate their learners‟ behaviour even by trying to encourage them 

to contribute to the lesson.  The researcher concludes that the quantitative 

data disagree with the qualitative data in this study, and that the mediation of 

regulation and control among learners appears to be problematic.  By not 

making regulation and control of behaviour clear during teaching and learning, 

the learners‟ right to basic education could be compromised in the sense that 

learners would not be given ample opportunity to expand their knowledge and 

to feel as if they contribute to the lesson. 

 Mediation of sharing behaviour 

To allow learners to share their behaviour is essential in classrooms where 

mediation takes place.  Learners should share their experiences and 

understanding with their peers.  All the educator participants who took part in 

this study indicated in their questionnaires that this principle was met in their 

classrooms.  However, more than a quarter of the participating learners 

disagreed.  It is essential to bear in mind that Feuerstein (2007:14) reminds us 

that an educator should encourage group work and collaboration between 

learners (cf. 2.5.2.3).  When looking at the data gathered  from the focus 

group interviews, it is important to note that the participating educators only 

referred to the importance of the learner and the learning content (cf. 2:15), 

but unfortunately no participant mentioned that learners should share ideas 

with fellow classmates.  According to the data obtained from the observations, 

it was also apparent that none of the observed educators ever allowed or 

encouraged group work in their classes, even though the learning content 

allowed sharing behaviour to take place.  The researcher was left with the 
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impression that mediation of sharing behaviour does not occur in the 

observed classrooms.  By not making sharing behaviour clear during teaching 

and learning, the best interests of the child is compromised. 

 Mediation of individuation and psychological differentiation 

It is important that a mediator should sense the importance of individuation in 

the classroom (cf. 2.5.2.4).  All the educator participants indicated that they 

considered individuation as an important aspect in their classrooms.   

Unfortunately, more than a third of the learners who completed the 

questionnaires did not feel that their educators valued their individual inputs.  

Furthermore, during the focus group interviews, no educator mentioned that 

individuation was important to them.  The observations finally convinced the 

researcher that individuation was not encouraged or valued.  In the observed 

classrooms, it seemed as if learning occurred inflexibly and individuation was 

not motivated.  The researcher concludes from the mentioned data that 

individuation is apparently not a priority with these educators.  By not making 

individuation and psychological differentiation clear during teaching and 

learning, dignity, as a fundamental right, could be compromised, because a 

learner could easily feel as if his/her individual opinions are not valued. 

 Mediation of goal-seeking, goal-setting and goal-achieving behaviour 

When looking at the responses from the participants, it is clear that most 

learner and educator participants indicated that goal-seeking,  goal-setting 

and goal- achieving take place in their classrooms.  Unfortunately, the 

qualitative data indicated the opposite.  None of the educators who took part 

in the focus group interviews mentioned that they considered this as being an 

important aspect.  Even though learning content done during the observed 

periods could easily have been linked to this principle, none of the observed 

educators attempted to include goal-seeking, -setting or -achieving behaviour 

in their lessons.  This data convinced the researcher that goal-seeking, goal-

setting and goal-achieving behaviour is probably not advanced in these 

classrooms.  By neglecting this during teaching and learning, the best 

interests of the child are not advanced. 
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 Mediation of challenge 

Assessing the data from the questionnaires proves that all the educators and 

the majority of the learners who participated in completing the questionnaires 

indicated that learners are motivated to adapt to new and challenging 

situations and events in their classrooms.  Regrettably, the contrary seemed 

to be true when observing the qualitative data.  During the focus group 

interviews, the researcher was convinced that the participants were mostly 

concerned about the learning content and dreaded creating more challenging 

situations.  The observations proved that the learners in the observed 

classrooms were extremely passive and did not even seem interested in 

dealing with their learning content, let alone with challenging situations.  The 

researcher realized that each lesson was even more monotonous than the 

previous one and it seemed as if not even the educator was motivated to 

present the lesson.  This convinced the researcher that mediation of challenge 

apparently does not occur as it ought to in these classrooms.  By not making 

challenge clear during teaching and learning, education as a fundamental 

right could be compromised.  Educators should supply challenging situations 

to enable learners to develop.  If no challenge is provided in a classroom, 

learners would not be able to learn optimally. 

 Mediation of an awareness of the human being as a changing entity 

In accordance with Feuerstein et al. (1994:46), who mention that the human 

being is exposed to tremendous and drastic changes, the educator 

participants and most of the learner participants who completed their 

questionnaires, indicated that change is encouraged in learner behaviour.   In 

analyzing the data from the focus group interviews, it became evident that the 

participants did not mention that change in their learners is considered as an 

important aspect in their classrooms.  Furthermore, the observations 

supported the findings of the focus group interviews.  In none of the observed 

periods did the educator encourage change in learners‟ behaviour.  Therefore 

the researcher is hesitant to believe that change in learners‟ behaviour is 

motivated in any of the classrooms that took part in the study.  By not making 

an awareness of the human as a changing entity clear during teaching and 
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learning, education as fundamental right would not be advanced.  Educators 

should guide learners in changing into responsible, successful adults.  

However, if change is compromised, it is detrimental to a child‟s fundamental 

rights. 

 Mediation of the search for an optimistic alternative 

Even though mediators should persuade their learners to look for ways to 

resolve a problem (cf. 2.5.3.2), it is clear that few of the participants thought 

that this is important.  Although the majority of all the questionnaire 

participants indicated that learners are motivated to search for an alternative, 

the qualitative data proved the quantitative data to be distrustful.  During the 

focus group interviews, two of the participants supported this view (cf. 2.6; 

2.7).  However,  the learners in the observed classes were not motivated to 

resolve any problems on their own.  Their educators did that on their behalf 

and neglected giving their learners the opportunity to search for alternatives 

on their own.  Sometimes the observed educators seemed so enthusiastic 

about their own formulated questions that they tended to answer their own 

questions without giving their learners any opportunity to evoke some critical 

thinking.  The researcher is convinced that none of the participants really 

strive to meet this principle.  By not making the search for an optimistic 

alternative clear, the best interests of the child is sacrificed. 

 Mediation of the feeling of belonging 

It is important to realize that there is a need to expand a learner‟s view further 

than his/her instantaneous experience (Feuerstein, 2007:15).  When 

analysing the quantitative data, it is evident that most of the participants 

indicated that a feeling of belonging is created in their classrooms.  Yet at the 

focus group interviews, no participants found it essential to cite that they deem 

it imperative that their learners have a feeling of belonging in their classrooms.    

During the observations it seemed as if the educator was the only one who 

experienced a feeling of belonging in the classroom and the learner, who is 

supposed to form the centre of importance in the classroom, seemed mostly 
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forgotten.   By not making the feeling of belonging clear during teaching and 

learning, learners‟ dignity would not be advanced. 

5.7 SUMMARY 

From the data analysis and interpretation in Chapter Five, it was noted that 

the researcher used triangulation of quantitative and qualitative data.  

Quantitative data was firstly gathered to obtain data from educators and 

learners by means of the circulation of questionnaires (cf. 5.2; 5.3). 

In analysing the data from the learner and educator questionnaires, the 

researcher gathered the biographical information of both learner and educator 

participants (cf. 5.2.1; 5.2.2).  Thereafter, the researcher reported and 

interpreted the data from Section B:  mediation of learning of the educator . 

and the learner responses (cf. 5.3.1).  The researcher concluded that the 

participants had a reasonable understanding of the concept mediator of 

learning.  The last phase of analysing and interpreting data from the 

questionnaires was in Section C: fundamental rights (cf. 5.3.2).  Once again, 

educator and learner responses were analysed together and it appeared that 

both educators and learners felt that learners‟ rights were reasonably 

advanced in classrooms. 

During the second phase of her data collection, the researcher conducted 

three focus group interviews (cf. 5.4).  Altogether thirteen educators 

participated in these three focus groups.  The researcher compiled 

demographic details of these thirteen participants (cf. Table 5.32) to make 

interpretations and general conclusions clear to the reader and researcher. 

Hereafter, the researcher made verbatim transcripts (Appendix I) from which 

she compiled themes to be focused on.  From the focus group interviews, it 

appeared that the educators contradicted their opinions as indicated in their 

questionnaires.  It seemed to the researcher that few participants clearly 

understood what was expected of a mediating educator. 

The last phase of research comprised of observations (cf. 5.5).  The 

researcher decided to compile general observations in tabular form (cf. Tables 

5.22; 5.23)  to give a brief account of general observations, such as the date 
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and number of learners involved in each class.  The researcher made 

observation visits at two schools.  The first visit was announced, while the 

second and third were unannounced visits.  General findings of these visits 

were shortly discussed in each of the respective tables.  Lastly, the researcher 

dealt with all the findings of each of the seven criteria that were focused on 

before commencing with any of the observations (cf. 5.5.1).  The observations 

proved to be even more disappointing, as it was evident to the researcher that 

mediation did not occur in any of the classrooms and that learners‟ 

fundamental rights were thus compromised. 

Hereafter, the researcher triangulated her data to give the reader a good 

account of the findings (cf. 5.6).  The triangulation revealed a great matter of 

concern.  It proved to the researcher that the participants were not truthful 

when answering their questionnaires.  The focus group interviews and 

observations confirmed that mediation was not practised in classes and 

learners‟ fundamental rights were not advanced. 

In Chapter Six, the researcher will focus on compiling a programme for poetry, 

Grade 11, English First Additional Language to demonstrate how English 

educators can utilize a mediational approach to advance learners‟ rights 

during their poetry lessons. 

 

 


