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1. Introduction

LiEP in SA; LiEP practice.
In the new society that is emerging in SA, former white preserves are fast being taken over by the previously disenfranchised. This is the case in education where former ‘white’ schools are now accessible to all that can afford the fees. Some of these well endowed institutions are now fast becoming authentic Black schools in terms of learners population, no longer, as was initially the case, multiracial schools. The demography and social dynamics ensure that this trend is attaining new highs within schools themselves and is spreading to a growing number of schools. 

Still, these schools opt for English as the default medium of instruction (MoI) on the basis that they are still truly ‘multiracial’, being exempted from the official policy of 3 years mother-tongue instruction. We wish to argue that, in view of the interests of the majority learners, not only in those schools but in the country at large, this should be seriously queried. 

Is it not time to take stock of the population change that occurred in those schools and align them with the other government or state-aided schools in terms of language policy? Besides being beneficial to the learners themselves, such a move could help break the association of the use of African languages as MoI with poverty stricken communities and second-rate education. In a ripple effect, that might even act positively on language attitudes among the majority African people, and help solve the education quagmire SA is in, regarding MoI. It would promote a degree of teachers mobility across racial boundaries. 

In that sense, ex-model C schools could make a decisive, if long-overdue, contribution to the transformation of the education system, levelling the field which so far retains a huge bias in favour of the former colonial languages and hence, of the mother-tongue speakers of those.  

To press the point, and make the issue clear to the reader unfamiliar with the SA education scene, a short excursion back in history is necessary that will situate successive language policies in education and the ex-model C schools themselves. 

However, from 1954 onwards, instruction in African languages was tainted by the imposition of Bantu Education, which was part and parcel of apartheid policy brought forth by the Nationalist Party after its 1948 electoral victory
. 

In terms of the 1954 Bantu education Act, African languages were to be used as MoI at primary level – later developed further for some disciplines. This drew, and in fact evolved, from the missionary pioneering work
; but it also was a biased echo of the tenets of the promotion of Afrikaans that had flourished over the previous period in the context of the political and ideological rivalry between Boers and Britons and reflected the philosophy of Christian National Education that had inspired Afrikaans schools. The development of African languages as mediums of instruction was henceforth constrained within a pedagogy that has been characterised as un-creative literacy (Ngwenya). As is well known, the syllabus for Africans was adapted to suit perceived ‘cultural specificities’ and ‘an ordained hierarchy of races’, as the regime ideologues/ spin-doctors saw it
, in stark contrast to the openness of the missionary period. 

The performance of South African learners in the national Grade 12 examinations is generally regarded as poor: the overall pass rate in 2006 was 66.6%, with only 4.8% passing Mathematics and 5.6% passing Science on the higher grade. (MacFarlane, 2007.)

There are most probably many reasons for learners’ poor performance, such as non-supportive home environments, poor management by provincial and local education authorities, inadequate facilities in schools (including the lack of school libraries), inappropriate didactic approaches by teachers (such as the absence of meaningful classroom interaction between teachers and learners), and the non-availability of the necessary learning material (including text-books). A further, clear, reason relates to the language issue.

Language plays a central role in all educational development. Firstly, and most importantly, as medium of learning. If learners do not know the language of learning and teaching (LoL/T) well, learning cannot take place. Additionally there is also the development of learners’ cognitive skills and socio-psychological development through first-language study, and, in South Africa in the case of learners who are not first-language speakers of English, the effective acquisition, through appropriate second-language teaching approaches, of English. If, specifically in the case of black learners, the study of the African languages as first (or primary) languages is handled and experienced as uninteresting and irrelevant, and if English as a first additional language is handled through the so-called grammar-translation and rote-learning methods, with no meaningful classroom discourse (for example, by expecting learners to respond in “choir” fashion), learners will continue to perform poorly in assessment situations.

Complicating the language-in-education issue is the negative attitude of black teachers, parents and learners towards the African languages, which generally means that these languages cannot (as yet) be used as LoL/T in the intermediate and higher phases of formal education.

Regarding the use of English Second Language as LoL/T: there are many research results that indicate the generally limited proficiency of black learners in English (see, for example, Webb, 2002). Other findings in this regard are (a) the results of tests performed by Hough & Horne Consultants to determine the linguistic skills of the top 258 applicants for bursaries to study engineering: only 4% of them were literate at a grade 12 level (quoted by Alet Rademeyer in Beeld, p. 5, 5 November 2004); and (b) further findings by by Hough & Horne Consultants, that only 12% urban Grade 12 learners were functionally literate in English, with 3% in rural areas. (Alet Rademeyer, Beeld, p. 15, 15 November 2005).

The general below-average language proficiency in ESL of South African students is well-documented (e.g. Webb 2002a and b), and only a few examples of this need to be provided here:

(i) In a group of top Grade 11 applicants for bursaries, 33 of the 91 black applicants’ English literacy skills lay at the level of Grade 4 to 7; and the English literacy skills of 82.5% of a group of tertiary-qualified applicants for training in management science stood at the level of Grade 8 or lower (Rademeyer, 2005, reporting on work undertaken by Hough and Horne, literacy consultants)

(ii) Examples of the ESL proficiency of first-year students in a formal examination on The Verbal Communication Process at the University of Pretoria in June 2000:

The first four components are fundamental content of the communication prosess because together the form the norms. Out of these norms one make disions out of Linguistic means, text constructing and Genre and that then forms the text. … The situasional context refers to Locality, where the verbal communication proses takes place. … The situasion also determines the Roles of the descoursed partisipants The use of language and linguistic forms. Also languagevariets. … The tone and register of the text for example formal, informal ect. And also how the resefer will interpret the speakers communicative intent. … The situasion context places people in positions and they entisipate the next phase. (white Afrikaans-speaking student)
Language creates the difference between the addresser and addressee when they are not belonging from one culture and are not talking one language; Maybe the author has not yet been developed enough to can be fluent on talking to one language. (black Tswana-speaking student)
(iii) An example of the ESL proficiency of some post-graduate students in Applied Language Studies at the University of Pretoria:

English has more knowledge than all other languages is high but the Tswana are a bit medium not more than english. Zulu is the highest in knowledge is spoken by many South Africans.

As regards the extent of the use of English as Additional Language in the 2006 national Grade 12 examinations: 405 048 of the 528 525 learners (76.6%) wrote the examinations in English, 399 929 on the higher grade and 5119 on the standard grade.

Info on LiEP practice: MT vs L2 as MoI. Stats re preference for an L2 as MoI. The preference for English as MoI leads to problems: inadequate educational development. Demonstrate problem with facts.
The distribution of these learners in the various subjects was as follows. The figures are derived from data that was sent to us by Mr Botha at SITA

	Biology HG
	Biology SG
	History HG
	History SG
	Mathematics HG
	Mathematics SG
	Physical Science HG
	Physical Science SG
	Total

	1779
	2295
	376
	665
	697
	3066
	1343
	1238
	11459


Not all the learners wrote all the papers and that is why the total of 11 459 is less than four times 5 839.

MATHEMATICS RESULTS

The overall averages for the September  Mathematics  Papers were as follows

	HG P1
	HG P2
	SG P1
	SG P2

	24%
	17%
	18%
	16%


There was no significant difference between the experimental and control groups.

These low marks suggest that the learners’ understanding of the subject matter is almost non existent. Hence even when the question paper is in a more understandable language, many learners are still not able to write anything sensible. The learners were also required to answer the questions in English and hence lack of English skills would prevent them from expressing the little understanding that they might have had.

It could be argued that the learners did not take these September trial examinations seriously enough as they knew that they would not count towards their final CASS marks. To test this opinion please look at the following table which shows the performance in the final Mathematics Matric examination. Note that these marks are for 697 learners who wrote the Higher grade papers and for 3066 learners who wrote the standard grade papers.

	HG P1
	HG P2
	SG P1
	SG P2

	30%
	20%
	23%
	19%


We see here that the Matric marks are at the most six percentage points higher than the trial examination marks. This tends to confirm our opinion that the overall lack of learner understanding blocks out any advantage that the learners may have had in answering a bilingual paper.

For completeness I include the breakdown of the Mathematics Marks into control and experimental groups. The marks have been rounded off to the nearest percent.

	HG P1
	HG P2
	SG P1
	SG P2

	24%
	17%
	18%
	16%

	Control
	Experiment
	Control
	Experiment
	Control
	Experiment
	Control 
	Experiment

	24
	28
	16
	18
	19
	18
	15
	17


HISTORY RESULTS

The History situation is very similar to the Mathematics situation, except that the averages are a little higher. Here are the marks for the History September Trial examination. You will notice that there is once again no significant difference between the control and experimental groups.

	HG P1
	HG P2
	SG P1
	SG P2

	28%
	31%
	30%
	25%

	Control
	Experiment
	Control
	Experiment
	Control
	Experiment
	Control 
	Experiment

	29%
	28%
	33%
	30%
	29%
	31%
	26%
	24%


It is useful to again compare these results with the final November matric results for History which are as follows:

	HG P1
	HG P2
	SG P1
	SG P2

	22%
	30%
	23%
	24%


Whereas in Mathematics the matric marks were higher than the trial marks, in History, the marks went down in the final examination. Please note that these are the actual unadjusted matric marks that I am quoting. These are actual averages and should not be confused with the pass rates that are more commonly quoted.

THE URBAN RURAL DISTINCTION

A database of all the schools in South Africa was given to us by Mr Mahlaela in the National department of Education. In this database, schools had been classified as urban or rural. I have included in an appendix the History and Mathematics results for the Paper 1 Standard grade broken down by languages and by location (urban or rural). It would seem that the Urban students do slightly better than their rural counterparts as the following September Standard Grade Paper 1 results  show:

	
	Urban
	Rural

	Mathematics 
	19 %
	16 %

	History
	34 %
	22 %


Again no significant difference was noted between the experimental and control groups for either the urban learners or the rural learners.

In order to respond to this question, it is necessary to take note of the following linguistic issues:

a) The role of language in educational development

b) The linguistic dimensions of translation

c) The linguistic dimensions of terminological development

d) The requirements of text design

Additionally, it is necessary to survey the experiences of assessment practices in similarly bi- or multilingual communities abroad, that is: accommodation strategies for the assessment of examinees with limited proficiencies in the languages of assessment.

The purpose of this chapter is to deal with these matters.

1. The role of language in educational development

1.1 Introductory remark

It is generally accepted that language is a fundamental factor in educational development. This can be clearly demonstrated with reference to research findings on the role of language in the achievement of examinees who are less proficient in the language of the exam: the poorer his/her proficiency in this language, the poorer his/her performance
 (see Abedi, 2004; Abedi, J. & Dietal, R., 2004; Abedi, J. & Lord, C., 2001; Abedi, J., 2001; Abedi, J., 2004; Abedi, J., Hofstetter, C., & Lord, C., 2004; Escamillaq, K., Mahon, E., Riley-Bernal, H. & Rutledge, D., 2003; Garcia, O. & Menken, K., 2006; Garcia, 2003;.Gutiérrez et al, 2002; Menken, K., 2005; Rivera & Stansfield, 1998; Webb, 2002a; and Williams, 1993a, 1993b, 1996).
 Abedi (2002: 246), for example, shows empirically that learners’ proficiency in the language of the exam has a greater impact on learner performance than, even, family income and parent education. Using statistically sophisticated analytical techniques, Abedi (2002: 249) demonstrates that learners’ language background factors had a “profound effect on their assessment outcomes” and that “complex language in content-based assessment for non-native speakers of English may reduce the validity and reliability of inferences drawn about learners’ … knowledge”. The negative impact of language on exam performance was established in the case of both language subjects and content subjects. In Mathematics and Science it was also evident where test items (exam questions) required reading (that is, made a higher language demand, as in the case of using concepts, estimating, problem-solving, etc.). In the case of non-native speaking learners/examinees, exams and tests therefore do not only assess subject knowledge (as they should do, and do indeed do in the case of native speakers of the exam language), but also “assess” linguistic competence, that is: two issues are being tested in the case of LEP learners, whereas only one issue is tested in the case of native speakers of English: their subject knowledge. This is clearly unfair.

Language can therefore be a discriminatory and exclusionary factor in the assessment of learners’ knowledge and skills, which means that, in the case of limited language proficiency examinees, the exams may be unfair and disregard the principle of equity, with the result that examinees’ performances in such cases are not valid or reliable reflections of their knowledge and abilities (and the results obtained in such situations are not comparable between examinees and therefore cannot, in justice, be used for classifying or placing learners for the purposes of employment or further education).

In the case of South Africa, the learners most affected by the use of a non-primary language as exam language are the same learners who were disadvantaged under the former regime. If these students are not appropriately accommodated for the impact of the language factor, they will remain poor achievers and continue to be disadvantaged.

1.2 Education as skills development and the fundamental role of language
Educational development is concerned with the acquisition of knowledge (“content”), with integrating new knowledge into existing bases of knowledge, with acquiring the rules that govern the storage and retrieval of information, with understanding the processes and principles of a particular field of learning, with grasping scientific and scholarly concepts
 and learning the (technical) terms for these concepts, and with using these concepts and principles to solve problems. Educational development also means being able to collect information/data, undertake its analysis and interpretation, and to use the information in problem-solving. It means to learn to discover patterns and rules, to reason, to identify a scientific fact, to test (to refute or to validate) a proposition, to identify, construct and evaluate scientific arguments, to find plausible and coherent explanations for phenomena (construct theories), and to evaluate points of view and ideas critically. Acquiring expertise in a field of study implies operating at a high level of conscious, abstract and objective thought.

In addition to cognitive and meta-cognitive skills, educational development is also directed at the development of affective skills (such as respect for knowledge, professional integrity and a sense of self-confidence), and the development of social skills, such as the ability to communicate and co-operate with significant others, to work in teams and to communicate cross-culturally effectively. Equally important is the development of an academic personality, self-confidence and self-esteem, and value systems, beliefs and perceptions.

These high-level cognitive, affective and social skills do not generally develop in a “spontaneous” way. They develop in a systematic and guided way, and they develop through extensive interaction with learning materials and teachers. As Hernandez (1993:356) points out, cognitive and meta-cognitive skills (as well as affective and social skills) are acquired “through social interaction (with lecturers) where comprehensible communication occurs and active awareness of these comprehension problems and problem-solving strategies is demonstrated (by the teachers)”. Children learn, says Hernandez, “when they are engaged in social learning activities where communication and meaning serve central functions”.

The role of language (and verbal interaction) is probably even more significant in contexts of multilingualism and cultural heterogeneity. In South African education learners, educators, curricula, learning material and teaching and learning approaches possibly come from social worlds that differ significantly, especially in the sense of having different values, norms, behaviour patterns, and so forth. These differences could imply situations of conflict, resulting in experiences of alienation and insecurity. In cases such as this, language plays an important mediatory role (see Webb, 2000).
Given the central role of verbal interaction in the learning process, the development of all these skills is clearly (at least co-) dependent on language.

1.3 The complexity of language knowledge
In considering the role of language in formal assessment, especially in the case of LEP learners, it is necessary to keep a number of basic aspects of language knowledge in mind.

1.3.1 Language knowledge is a very complex entity

“Language proficiency” or “knowing a language” implies far more than “simply having learnt a few basic grammar rules and vocabulary items”. Knowing English, especially for the purpose of writing an exam or a test requires:

(i) grammatical knowledge: the ability to encode and decode rather complex morphological and syntactic structures and a knowledge of rather high-level words, such as describe, explain, draw conclusions, provide reasons
(ii) textual knowledge, e.g. understanding exactly what is expected by a question or an instruction, how to develop and present an adequate response (write an appropriate answer in an exam)

(iii) functional knowledge, e.g. the ability/skill to perform particular academic functions in language/English, such as defining, comparing and explaining

(iv)  sociolinguistic knowledge, e.g. the appropriate way of referring to issues in formal contexts

Knowing a language also implies the ability to use it for conveying meaning (information) between sender and receiver. In this regard it is important to keep in mind that a verbal text (e.g. an exam instruction or question) is not a “self-sufficient whole”, meaning that the text generally does not contain all the information (meaning to be conveyed) a sender wants to convey to a reader. Readers have to construct these meanings from the text, and to do so they make use of all sorts of contextual information (relating, for example, to the situation in which the verbal interaction occurs, who the sender is and what his/her attitudes, expectations, etc. are, what their mutual relationship is, the socio-cultural context and background knowledge). The “meanings of texts” are therefore negotiated by receivers and senders. In an examination context, of course, the “negotiating meaning” takes place in a one-way channel and in a context-reduced (very few contextualisation cues, no possibility of negotiating meaning with the sender – the examiner) and cognitively-demanding situation (high level of abstract thought). Effective communication in a formal high-level situation such as an exam is thus a challenging task, requiring considerable linguistic skill from both sender (examiner and examinee) and receiver.

Many scholars have stressed the complexity of the verbal interaction process. Von Glasersfeld (1995:41),
 for example, discusses the “subjectivity in the construction of linguistic meaning”, pointing out that “it is no longer possible to maintain the preconceived notion that words convey ideas or knowledge and that the listener who understands what we say must necessarily have conceptual structures that are identical with ours. Instead we come to realise that understanding is always a matter of fit rather than match”. Bell and Freyberg (1985 in Moji 1998:15) again, discusses the construction of a message as follows: 

… when a teacher teaches, his/her intended message is not automatically transferred to the minds of the pupils. Instead, each pupil constructs his/her own meaning from a variety of stimuli including words read or heard. The meanings constructed depend, amongst other things, on how pupils cope with the language the teacher uses in instruction. If the language used includes unfamiliar words, unexplained in the pupil’s language, comprehension of what is taught will be obstructed.

Jackson and Ze Amvela (2000:53), again, point out that 

“the words we use are never completely homogenous in their meaning: all of them have a number of facets or aspects depending on the context and situation in which they are used and also on the personality of the speaker using them”

and Lewis (1990:10) warns against taking the language usage of others at face value: 

If we neglect the semantic history of a word we shall be in danger of attributing to ordinary speakers an individual semantic agility which in reality they neither have nor need. It is perfectly true that we hear very simple people daily using several different senses of one word with perfect accuracy – like a dancer in a complicated dance. But this is not because they understand either the relation between them or their history. … Memory and the faculty of imitation, not semantic gymnastics, enable him to speak about sentences in a Latin exercise and sentences of imprisonment, about a cardboard box and a box at the theatre. He does not even ask which are different words and which have merely different senses.

In would seem wise that Science teachers, in particular, take note of this warning and acknowledge that learners do not necessarily realise that there is a difference between “the force of the storm broke the windows” and “the force on the lever caused movement”. 

Finally, Jackson and Ze Amvela (2000:59) point out that “one meaning cannot always be delimited and distinguished from another, it is not easy to say without hesitation whether two meanings are the same or different. Consequently, we cannot determine exactly how many meanings a polysemous word has”. They warn that the “lack of boundaries” between meanings is even more problematic for abstract phenomena, which involve (Jackson and Ze Amvela, 2000:53) “distinctions that are largely imposed, because they have no concrete existence without the linguistic form used to refer to them. For example while speakers may point at an object to specify the particular shade of green they have in mind, they would have no such alternative in order to specify the particular aspect of the word equality which they have in mind”. 

In the case of LEP learners it is clearly of the utmost importance that these facets of language knowledge and language use be kept in mind, both as regards the setting of papers/evaluating exam scripts and in the translation of exam instructions and questions.

1.3.2 The need to distinguish between the skills needed for using language for social interaction and those needed for academic purposes

Jim Cummins, the Canadian educational linguist, distinguishes between “basic interpersonal communication skills” (BICS) and “cognitive academic language proficiency” (CALP). CALP, the type of proficiency required for effective participation in teaching, learning and the management of formal assessment situations, such as exams, consists of a knowledge of morphological and syntactic structures not usually found in everyday speech, low frequency words, academic vocabulary and technical terms. The type of language knowledge referred to as BICS is clearly not adequate for educational development. Given the requirements for cognitive academic language proficiency it is clear that most LEP learners in South Africa will struggle to cope with the demands of both the classroom and examinations.

The extent of this problem becomes clearer if one considers the following scenarios:

(a) The average first-language adult speaker of English has between 12 000 and 15 000 words at his/her disposal and an educated person has an average vocabulary of about 23 000 words at his/her disposal (Crystal 1988:44). According to Crystal (1988), the 1984 edition of the McGraw-Hill dictionary of scientific and technical terms contains about 98 500 terms and more than 20 000 of these terms are considered to be “fundamental” to the understanding of the life sciences alone by the editors of the McGraw-Hill dictionary of the life sciences. Considering the vast discrepancy between the vocabulary available to a first-language English speaker and the enormous body of vocabulary which experts regard as “fundamental” when studying a science course, it is not difficult to understand why novice, second-language learners in any scientific field would have trouble in understanding the terminology used in that field (Wandersee 1988:97).

(b) Pinto (2001: 220) argues that by far the highest perceived barrier to communication in school classrooms is “vocabulary and terminology”.
 As regards non-technical vocabulary, Block mentions research conducted by Mogodi and Sanders (1998 in Block 2002) who tested Standard Eight (Grade Ten) pupils’ understanding of scientific and everyday English words. They found that only 20% of the pupils understood the terms coincide, complex, excess, influence and sequence, while only 10% of the pupils understood the words accumulation, abundance and devise. Cassels (1980, cited in Block 2002), also, showed that second-language learners have a “much poorer understanding of non-technical terms than did their counterparts who were L1 [first language] English speakers”. Sithole (in Bird & Welford 1995:389) reported similar findings among second-language English speakers in Zimbabwe, giving examples such as omit, correspond, standard, limit and fact. He demonstrated that these words caused difficulty in the target learners. David Layzer, a professor at Harvard University, made much the same observation about Introductory Physics: the problem for the beginning learner, he says, is not so much one of learning definitions of new words like enthalpy but of learning what scientists mean by apparently familiar words like particle and wave (Lipson 1992:91-92). Several other studies (Gardner (1972), Cassels and Johnstone (1983a, 1983b), Donovan (1997:381), and Ryan (1985, cited in Wandersee 1988:97) confirm that learners have problems in understanding “non-technical” or common words which often have more than one highly specific technical meaning. It appears from a study by Cohen et al. (cited by Carrell et al. 1988:152) that teachers often concentrate on the technical vocabulary when they attempt to facilitate the comprehension of second language speakers, when it was found, in fact, that non-technical terms present more of a problem to learners. Tendencia (1999 in Block 2002) has examined textbook vocabulary in Brunei and has discovered that Grade 4 and 5 children most often mention the words describe and observe as being difficult for them to understand. (See also the research conducted by Gardner (1971, 1972, 1974, 1980, cited in O’Toole 1996:119) and Cassels and Johnstone (1980 cited in O’Toole 1996:119) in Papua New Guinea, Australia, the Philippines and Britain.) Specific examples of words that Sithole examined were omit, correspond, standard, limit and factor. He demonstrated that these words caused difficulty in the target learners.

A related problem is the use of common words as technical terms. Amosun and Taho (2002, in Block 2002) found that learners had difficulties when dealing with words such as activity, force, action, power and strength, and Ryan (1985 in Block 2002) argues that learners who hear familiar words may assume that they know the meanings and not realise that they are being used in a different context. 

Technical terms as such are obviously problematic
, as Amosun and Taho (2002:III-9 cited in Block 2002) showed, pointing out that Technikon learners understood only 41.46% of the 530 science and technology words on which they were assessed. Ryan (1985 in Block 2002), furthermore, points out that science terms can have multiple and conflicting meanings and are “multivalent terms”. The term cell, for example, has different meanings in Biology, Meteorology, Chemistry, Mathematics and Nucleonics. She suggests that if we fail to make a conscious effort to point out such conflicting meanings, we should not be surprised if many learners become confused and think science is too difficult for them. Novak (1977, in Wandersee 1988:99) asserts that “[m]any scientific terms are context-dependent, and we must help students notice contextual clues”.

It is clear from Moji (1998) that few terms meaning “energy” and “speed” exist in Sesotho. In his interview, Moji points out that there is only one word (lebelo) for the concepts “speed”, “velocity” and “acceleration” and only one word (mantla) for the concepts “energy”, “force”, “power” and “momentum”. Moji’s interview was conducted with a teacher who was a subject advisor in the Free State highland region and had been a Physical Science senior primary schoolteacher for sixteen years (Moji 1998:258). In another interview with a senior learner whose first language is English, it became apparent that the terms “force”, “power” and “energy” are also problematic for first language speakers (Moji 1998:258). For both scientists and language practitioners, it should therefore be no surprise when second language English speakers have language problems in the science classroom.

In research conducted in 1996, Sanders and Sebego (in Moji 1998:35) noted that learners experienced language problems because the Setswana terms which were used in their subjects had a number of English equivalents. In addition, Moji (1998:35) cites research done by Grayson (1996), who warns that since learning Physics is difficult even for mother tongue learners who come from a technologically advanced background, learning about Physics concepts is much more difficult for learners with a limited scientific vocabulary studying in a second language.

1.4 The language political context in South Africa

In order to evaluate the effectiveness or value of bilingual exam papers, one also has to consider the language political context, that is, issues such as language-in-education policy and practice and the social meaning of languages and language attitudes. These issues obviously have an impact on language choice (particularly in high-function formal contexts, such as learning and teaching, and writing exams) and language behaviour.

1.4.1 LiEP and /practice

As is generally known, English is the major LoL/T in South Africa, and is the only LoL/T in secondary schools for black learners (possibly with a small number of exceptions, where black learners opt for Afrikaans as LoL/T).

In urban schools, particularly the so-called model C schools, this language policy choice is probably not educationally problematic (though it may be socio-culturally problematic) since many of the black learners in these schools probably have a reasonably adequate English language proficiency. However, in semi-urban/township schools and, particularly in rural schools, the use of English as LoL/T poses a serious obstacle to both learning and learners’ demonstration of their knowledge, understanding and subject skills. The fact is that black rural and township learners generally have an inadequate proficiency in English. This is borne out by the results for the English First Additional Language (Higher Grade) results in the final 2006 November exam of learners in the 48 schools involved in the DoE project. The average mark for paper 1 was 25.3% and for paper 2 was 23.4%. (See also research conducted on behalf of PanSALB in 2000, which found that only 22% of the 2016 respondents involved were able to follow government speeches in English. Also Webb 2002a, 2002b and 2002c.See Webb.) If one further considers the linguistic complexity of exam papers (noting, in particular, the examples of complex English words and morphological and syntactic structures from the exam papers involved in the research project in par. 11 below) the difficulty that learners must experience in the exams seems extremely evident.

An interesting, though quite disturbing, aspect of this issue is the fact that many black learners totally overestimate their proficiency in English. An illustration of this can be provided from the following responses to a questionnaire on first-language proficiency, which formed part of a research project on language issues in a Tshwane college for Further Education and Training, administered to 266 respondents (N1 level, equivalent to Grade 10 learners):

90.7% of Grade 10 respondents in this project indicated that they could write English “very well” or “well”; 92% for speaking; 99.8% for reading; 90.7% for writing; and 91% for understanding).

These responses were compared with their actual writing ability (writing on the topic of an accident at school). The following examples come from their essays:

When we approaches the steps

There was so many people try to get their class

With English we could all be able to agree with the language

I don’t know it meaning that I can hear you but I can reply you the way you want me to cause I have lack of commicating in English

I will happy with the manager her us

This days the bosses at work are whites and you cannot talk with them on your own mother tongue

Source: Webb, Vic. (comp.)

CentRePoL Report to the Swiss Development Agency:

If one considers the discussions in par. 2.3.2 above of the English language proficiency of rural and township black learners in SA, it is clear that the use of English as LoL/T can only have disastrous consequences.

The English-only practice in SA schools is not only unequal/discriminatory, unfair and less-reliable in the assessment context, the elimination of learners’ L1 also has profound and negative educational consequences, for instance in the sense that the general acquisition of knowledge and skills is restricted, that English literacy is seriously inhibited, that the resources learners bring to school (experiences, views, beliefs, but also linguistic resources) are ignored and not utilised, and that meaningful co-operation between the school and the community/parents is constrained. (As regards California, Gutierrez et al, 2002, describe the effect of the English-only policy and practice on particularly poor children as “devastating”.) Garcia and Menken (2006:172), again, write: “The harsh English-only language policy in school (read ‘language policy practice’ for SA) create linguistic discontinuities between home and school, between children and parents, and between modes of language use in individual children (they can, for instance, speak their primary language, but can’t read or write it)”

1.4.2 Role of African languages

The likely affect of translating exam papers in the African languages is co-conditioned by examinees’ proficiency levels in and attitudes to these languages.

In this respect, the following aspects need consideration.

a) Learners do not seem to be adequately proficient in their first or primary languages. This is apparent from respondents’ own ratings of their proficiency levels in the research project mentioned above:

Subjective evaluation of first-language proficiency

	
	Speak
	Read
	Write
	Understand

	
	VW/W
	NW/N
	VW
	NW/N
	VW/W
	NW/N
	VW/W
	NW/N

	NSotho


	35
	41.7
	22.1
	60.8
	16.6
	70
	42.3
	30.4

	Setswana


	46.2
	31.8
	44.5
	43.6
	41
	52
	59.9
	27.7

	Tsonga


	25
	74.8
	11.2
	83.8
	8.33
	88.3
	22.9
	70.5

	Venda


	20.2
	78.2
	18.6
	79.3
	17
	81.8
	20.6
	77.4

	Zulu


	36.5
	42.1
	27.3
	58
	22
	67.6
	43.9
	31.7


VW/W = Very well or Well; NW/N = Not well or not at all

Particularly disturbing is the category “Not well known”/“Not known”, where, for example, 60.8% report not being adequately proficient in reading Northern Sotho, and 70% not being adequately proficient in writing Northern Sotho.

Quite clearly, the teaching of the African languages at primary and secondary school level needs considerable attention, and the curriculum statements, the didactics and the educational material need to be seriously questioned, whilst attention should also be paid to the allocation of teachers to these subjects.

b) Language attitudes

The research project also confirms that the social meaning of the African languages is negative in their first-language communities. Respondents clearly do not regard these languages as instruments for communication in high-function formal contexts (such as teaching, government announcements and parliamentary debates):

· only 52% regard the study of these languages at school as useful

· 58% Strongly agree/Agree that African languages cannot be used for studying technical subjects

· only 41% watch television Very often/Often in African languages (against almost 90% who watch English programmes on television)

· 39.8% listen to the radio in these languages (against 80% who listen in English)

· more than 40% of the respondents have no desire to read books, newspapers or magazines in their first languages

Note also the opinions of the respondents on being asked to indicate whether they agree (Strongly Agree and Agree combined) or disagree (Disagree or Strongly Disagree combined) with the following statements:

	Statement
	Agree
	Disagree

	
	%
	%

	An African language should replace English as the language of teaching.
	25.45
	74.6

	The African languages can’t really be used for studying technical subjects.
	58
	42.1

	I will not need to use African languages in my future work.
	36.8
	63.2

	African languages are only appropriate for use in talking with friends and family.
	59.2
	40.9


The project findings also produced clear signs of a shift away from their first languages towards English. Asked what language they use most often with different categories of people, they responded as follows:

· 8.15% stated that they used English most often with their parents

· 15.5% with relatives

· 19.1% with bothers and sisters, and

· 36.6% with friends

It is ironic that the African languages in SA are minority languages despite their numerical strength as communities of first-language speakers. They have a very low status, have a very low linguistic capital value, and are regarded as being used by low-status people in low-function contexts. The absence of value of African languages (exacerbated by the association of the African languages with colonialism and apartheid, and the suspicion that the promotion of these languages may somehow symbolise support for segregation, may function as an anti-pan-Africanist ideology and as a sign of poor allegiance and loyalty to democratic SA. Note the remark reported in a research report (to be published), that some learners come to school “with no language at all” (meaning no proficiency in English, and implying that learners’ comprehensive proficiency in an African language is of no use at all).

There is clearly a serious problem with the role and function of the African languages in the lives of these learners.

An addendum to the issue of inadequate first-language teaching and learning is that L1 development has a direct bearing on the development of L2 proficiency. First-language subject courses are the courses where learners’ cognitive, affective and social skills are most effectively developed, which includes the development of learners’ learning skills. If the latter are adequately developed, learners will be able to learn other subjects more effectively, including English as a second language.

c) The level of standardisation of the African languages

A third issue of importance for the project on bilingual/translated exam papers is that the African languages of South Africa have not been adequately developed into fully-fledged standard languages, that is: the prescribed forms for their use in high-function formal contexts (such as in schools for purposes of instruction in content subjects), are not yet widely accepted, widely acquired and widely used. An illustration of this situation is the incidence of what sociolinguists call “language-internal conflict” – differences between communities about “correct” or “pure” language, particularly across the urban/rural divide. See further Chapter Three of this report, where the linguistic realities of township schools are discussed.).

Related to the matter of standardisation is the currently inadequate technologisation of the African languages, as is discussed in Chapter Five.

1.4.3 The over-estimation of English

It is generally accepted that the majority of South Africans have an exceptionally high regard for English. In itself such a situation is not problematic: it is a fact that English language proficiency gives access to almost every domain of public life: work opportunities, knowledge, political activity, social life, entertainment, and so forth. The problem, however, lies in the consequences of people’s estimation of English: English is so highly evaluated that parents and teachers insist on English being used as LoL/T from as early as possible. Given the fact that educational development is directly dependent on an adequate proficiency in the LoL/T, the use of English in this capacity can (and does) lead to educational failure, particularly in areas where it is difficult to acquire English to the required degree, as in rural areas and most townships in South Africa.

The over-estimation of English is apparent, once again, from the responses of the the learners in the research project discussed above:

	Statement
	Agree
	Disagree

	
	%
	%

	My knowledge of English makes me feel superior to those who don’t know English.
	55.6
	44.4

	English should be used as the language of teaching because it is the language of the workplace.
	87.5
	12.5

	English is the most important language in South Africa.
	83
	16.7

	A knowledge of English guarantees success in life.
	78
	21.7

	If you want people to respect you, you should know English well.
	31.2
	68.8


The enormous power of English, and its economic, social and political value - its high market value for the individual, the learner, the society and the nation make it unlikely that arguments in support of first-language instruction, the value of L1 proficiency development, the value of fully-fledged multilingualism and the indisputable benefits of biliteracy will have any significant impact, if any. However, the socio-psychological and socio-economic consequences of an English-only policy practice are so enormous (especially in the long-term) that decision-makers and opinion-formers, such as the national and provincial departments of education, have a serious social and educational responsibility

In this article, focus on primary schools. Give total. Primary schools differ, e.g. urban vs rural. Necessary to distinguish 3 broad sub-types (excluding private schools): rural x township x ex-model C (define: These are schools formerly meant for white learners and teachers in towns and cities [Question: what about the coloured and Indian equivalents before 1994?]. After 1994, these schools became racially mixed, and are called “multiracial” schools). However, not all former Model C schools became fully multiracial - necessary to distinguish ex-model C schools in affluent areas (where parents can afford to pay higher school fees) and ex-model C schools in poorer areas. Give examples.

Aim of this article: To discuss the current realities regarding the MoI issue in multilingual (and multi-racial) ex-model C and township primary schools, to spell out their likely consequences for learners’ academic performance and their later careers, and to suggest ways in which the issue/problem can be resolved.

2. The sociolinguistic character of ex-model C and township schools
Generalised racial and sociolinguistic character of the primary schools in SA:
Rural schools: to a significant extent monolingual re staff and learners;
Township schools: largely black (or coloured); less monolingual re staff and learners (e.g.’s)

Ex-model C schools in poor areas: multi-racial (black) and very multilingual learners in every class, with largely white teachers for whom an African language is a foreign/3rd language

Ex-model C schools in more affluent areas: largely white/coloured/Asian; largely Afrikaans and/or English learners, and white staff

Striking feature: the majority of white, coloured and Indian learners are taught and learn in their L1/MT (Afrikaans or English). This is not the case for a large section of the black school population, who are taught and have to learn through a non-MT/an L2 or L3. This is quite obviously unfair.

In addition, the ex-model C schools in less affluent areas and the township schools are, particularly in the province of Gauteng (and possibly larger cities elsewhere) highly multilingual. Give info.
3. Language as a problem in these schools
3.1 English language proficiency of learners (the requirement of CALP, not only BICS)
3.2 English language proficiency of teachers

3.3 In so far as English is used in the schools as LoL/T, it is largely a classroom language:

Learners’ experiences of language policy practice in urban, township and rural schools

	LoL/T policy is English
	Language used by teacher for teaching
	Language(s) used by learners in class
	Language used by learners outside class

	
	English
	AL
	Eng
	AL
	AL+E
	AL
	E/A

	186
	162
	24
	99
	62
	14
	171
	13

	100%
	87%
	13%
	53%
	33%
	7.5%
	92%
	7%


LoL/T = Language of learning and teaching; Eng/E  = English; AL = African language; A = Afrikaans

SOURCE?

3.4 The role of African languages
(a) Highly multilingual classes (presence of most of the African languages), especially in Gauteng

(b) Non-existent knowledge of and use of the standard variety of the dominant African language

(c) Use of urban vernaculars/code-mixing; code-switching (Pretoria Sotho, Tsotsitaal, isiSoweto)

As part of the LingbeT project, the linguistic behaviour in 6 schools in Tshwane was observed. In most of them learners used various languages and various varieties of these languages for different functions and different interlocutors, such as English, Northern Sotho, Setswana, Pretoria Sotho and Tsotsitaal. In addition, classroom talk was characterised by code-mixing and code-switching:

Code-mixing: Ngizoletha ama-phepha we-agreement uzowasayina-ke. (I will bring the agreement papers so that you can sign them). (Quoted from Nontolwane, 1992:28) [Borrowing?]

Code-switching: Ke ile Gauteng maabane. I just wanted a shop where I could buy something beautiful. (Ke ile Gauteng maabane. Ka batla lebenkele le nka rekang sengwe se sentle. I went to Johannesburg yesterday. I just wanted a shop where I could buy something beautiful).

In this chapter these realities are briefly described. The information provided is based on classroom observations performed as part of a related CentRePoL research project, called LingbeT. LingbeT is designed to study the linguistic behaviour of educators and learners in 6 Tshwane township schools, three primary and three secondary schools. The project involves recording classroom talk within a framework developed on the basis of the work of Dell Hymes and Saville-Troika (2003), noting, for example, who says what to whom, why, when and how. The collected data is then analysed. The permission of the Gauteng Education Department, the local school districts and the schools has, of course, been obtained.

LingbeT is managed by the author, who was assisted during the fieldwork by Ms Nthatisi Bulane from IFAS (the French Institute for South Africa); Llacon (Laboratoire des Langues et Culture d’Afrique Noire/Langage, Langue et Cultures d’Afrique noire) and CNRS (Centre National de la Recherche Scientifique).

Thirty eight observations have been undertaken. In this chapter, 3 of these are discussed to illustrate the linguistic realities in the 6 township schools. 

As will be made clear in the paragraphs that follow the linguistic behaviour in township school classrooms consists of a mixture of English, some standard language usage, code-switching (usually between English and some variety of an African language), and the use of code-mixed Pretoria-Sotho and Tsotsitaal.

3.2 The sociolinguistic profile of learners :

An analysis and evaluation of the DoE experiment with bilingual exam papers must obviously take note of the linguistic capacities of the learners involved, that is, their sociolinguistic knowledge.

No description of the sociolinguistic skills of black learners has as yet been undertaken. Given, however, that urban, township and rural learners are likely to differ categorically, the following characterisation of their distinct sociolinguistic profiles, though over-simplified, may have some validity:

(i) Urban learners

· Limited use of an African language

· Very limited literacy level in the L1

· Limited development of higher-function L1 skills (due to restricted general use of the L1 and to its ineffective teaching in schools)

· Limited knowledge of the standard form of the L1

· Adequate proficiency in English, due to greater meaningful exposure to it

· Increasing use of English (even for low functions, such as social interaction)

(ii) Township learners

· General use of urban vernaculars (Pretoria Sotho, Tsotsitaal, Iscamtho)
· Limited knowledge and use of the standard form of L1
· Limited literacy level in the L1
· Limited development of higher-function L1 skills, due to ineffective teaching of L1 in schools.
· Limited proficiency in English, due to little meaningful exposure to it
(iii) Rural learners

· Extensive use of the L1, albeit in dialectal form

· Proficiency in L1 a closer approximation of the standard variety (since the standard is often based on rural dialects)

· Some literacy in L1

· Inadequate development of higher-function L1 skills, (due, i.e., to ineffective teaching in L1 class rooms)

· Inadequate proficiency in English due, i.a., to absence of exposure to it

3.3 The language-in-education policy and practice

As is generally known, the DoE’s LiEP stipulates that learners’ primary language be used as LoL/T up to Grade 3, and that a school’s governing body may decide on the LoL/T after Grade 3. Policy-wise, English seems to be the preferred LoL/T of these bodies.

In practice, however, this policy is seldom implemented in township schools: In only one of the 38 lessons observed (in Physical Science), was English used throughout the lesson. In one of the other schools, a lesson in Economic Measurement Science (EMS) was taught wholly in Xitsonga.

This also seems to be the case in other regions, Brock-Utne and Holmarsdottir (1993:78), for example, reported that teachers in rural schools in the Eastern Cape used Xhosa for teaching in Grades 5 to 7 because if they were to use only English, “students would look at (them) like (they were) crazy.”

The reason for the use of an African language as LoL/T despite schools’ LiEP is obviously that the English language proficiency of learners and teachers is often not adequate. As Moji (1998:5) comments: the “African science teachers’ command of English, especially scientific English, may not be very good”.

3.4
English in the schools’ classrooms

Information on the use of English regarding both its frequency and the proficiency of learners and educators as well as attitudes towards English, was provided in the previous paragraph.

3.5 Code-switching

The term code-switching refers to the alternate use of two languages (or two varieties of the same language) in one conversation (or, in the context of the DoE project: in one class). Code-switching is not to be confused with translation, that is, for example, the repetition of a classroom explanation in an African language after having first given it in English. It is also not to be confused with code-mixing, which refers to the construction of a linguistic variety through the incorporation of linguistic elements from different languages into that variety. Pretoria Sotho, a variety of Setswana, is an example of a code-mixed variety.

An example of code-switching is as follows:

Ke ile Gauteng maabane. I just wanted a shop where I could buy something beautiful, as opposed to:

Ke ile Gauteng maabane. Ka batla lebenkele le nka rekang sengwe se sentle.

(I went to Johannesburg yesterday. I just wanted a shop where I could buy something beautiful).

Code-switching seems to be used to a considerable extent in the schools visited in the Tshwane region.

The practice of translating explanations should obviously be discouraged (since it forms a blatant contradiction of the LiEP, but also constitutes a waste of time).

Code-switching, though it is a very common strategy for social interaction world-wide, is also problematical because it thwarts the proper development of learners’ knowledge and use of the standard language, two capacities which are important to learners in their later functioning in high-function formal contexts, as well as important to contributing to the development and promotion of the African languages.

3.6 The use of African languages

3.6.1 The standard variety

The African languages of SA are still being developed as fully-fledged standard languages. During the Apartheid regime, the government established language boards for each of these languages with the task of standardising them. Since 1994, the work of the language boards is being continued by the National Language Bodies under PanSALB. Their task is the standardization of spelling, orthography and terminology, lexicography and the promotion of literature. Despite this work, the standard varieties of the African languages have not been adequately prescribed, they are not as widely accepted as they should be, are not known by their L1 speakers and are therefore also not used in formal contexts, such as school classrooms. In the classes observed in the LingbeT project the only lesson in which the standard language was used was in the teaching of Northern Sotho as L1.

The development of learners’ skills in the standard variety of their L1s is important for several reasons, also educational reasons, and can be linked to learners’ poor academic performance. The use of standard languages in school classrooms should be strongly encouraged and promoted by the DoE.

3.6.2 Code-mixed varieties / urban vernaculars

As indicated above, code-mixing refers to the use of elements from different languages in verbal social interaction. When this happens, linguistic varieties sometimes arise which are characterised by the incorporation of linguistic elements from different languages. In this way, mixed languages arise. Typically, code-mixed varieties are developed in urban contexts. At least three urban vernaculars, which are all the result of code-mixing, are used in Tshwane schools: Pretoria-Sotho, Tsotstaal and Iscamtho.

An example of code-mixing is:

Ngizoletha ama-phepha we-agreement uzowasayina-ke.

(I will bring the agreement papers so that you can sign them).

(a) Pretoria Sotho

Based on Sekgatla, a Tswana dialect, Pretoria-Sotho is made up of elements from Afrikaans, Southern Sotho, Nguni languages and English. It is mostly spoken around Pretoria and its surrounding areas like Atteridgeville, Soshanguve, Hammanskraal, Mabopane, Mamelodi and the townships or villages around Brits. It is gradually gaining momentum in areas like Rustenburg, as seen in Cook’s 1999 study in Rustenburg of Street Setswana.

Pretoria-Sotho has the following characteristics:

(i) Contractions: Contractions and shortening of words occur, for example ka gore ga which is shortened to k`or`a.
(ii) Variations: Typical of non-standardised language, vernaculars like Pretoria-Sotho contain a variety of lexical elements from different languages. For example, the concept ‘but’ can be expressed by fela (Sotho), net or maar/mara/mar (Afrikaans), or but (English).

(iii) Adatation: Borrowings from non-Sotho languages are, of course, adapted phonologically, to fit into the Tswana pattern. Examples are:
cleana  = 
/CVCV/

theksi.  = 
/CVCCV)

Jackete  = 
/CVCVCV/

Khompera =
/CVCCVCV/ (From Cook).

Turang =
/CVCVC/ (From Cook)

Buyile = 
/CVC(semi-consonant)VCV

(b)
Tsotsitaal and Iscamtho

Tsotsitaal is not restricted to one region. It is used in different areas, especially in the townships around Johannesburg and Pretoria. Ntshangase (1995:22) differentiates between the Afrikaans-based variety as Tsotsitaal and the African language-based variety as Iscamtho.

Examples of Tsotsitaal words are:

	Tsotsitaal word
	Origin
	Meaning

	1.Transie

2. Gatle

3. Maoto

4. Mobile
	1. Transie from Afrikaans transport .

3. Maoto is Sotho word meaning feet

4. Mobile is an English word
	Car

	1. Bom

2. Letlhaka

3. Sticks

4. Le Box
	1. From the word bom because it blasts you nerves.

2. Letlhaka means dagga which is wrapped with the mealie reed.

3. Sticks is dagga wrapped in a form of a stick.

4. Le Box dagga inside match box
	Dagga

	1. Mthegene

2. Ngwana

3. Mtwana

4. Ledonga

5. Maid

6. Snai

7. Mofu
	1. From Zulu meaning ‘girl’

2. From Sotho meaning ‘child’

3. From Zulu meaning ‘child’

4. Meaning ‘girl’

5. From English maid, it means girls like doing things for boyfriends

6. From Afrikaans naai, which means ‘a loose woman or a prostitute’.

7. From a Sotho word that means ‘wasp’. A beautiful girl with a beautiful figure.
	Girl/ girlfriend

	1. Ngweca

2. Nyoko

3. Zaka

4. Cogo

5. Janga

6. Sgodo

7. Tšhene.

8. Iron

9. Blue

10. Tiger

11. Jacket

12. Clippa

13. Draad


	1. - 6 Are derived from Nguni words.

7. Tšhene from Sotho tšhelete.

8. Iron is an English word

9. Blue is a colour of R10.00.

10. Tiger = R10.00

11. Jacket = R10.00

12. Clippa: R10 or R20 rands that make a R100, and clipped with a paper clip.

13. In Afrikaans a wire is draad, a paper clip made of wire.
	Money


Ramagoshi (2003)

Pretora-Sotho seems to be static, not adapting, while Tsotsitaal is conmtinually changing and incorporating new words. If this is true, it may mean that Pretoria-Sotho will be unable to withstand the pressure from the fast changing faces of Tsotsitaal, and that the latter may be used more frequently in classrooms in township schools. Tsotsitaal is no longer a secret language, a language of Tsotsis/thugs It is now a language students, learners and teachers communicate in everyday. In one class that I observed, the teacher used words like sharp sharp (very good), to encourage the learners. The word ‘sharp’ is derived from ‘Sharp Razor Blade’, which originally meant ‘fine’.

The following are typical sentences using Pretoria-Sotho and Tsotsitaal:

S`ka nchayela ka mtsetserepe o bam kapileng ka stina

(Don’t talk about the skinny guy who lost his girl to another man.)

S`ka from Sotho: o se ka wa (Pretoria-Sotho)

Nchayela ka from Zulu: umtjele, and the Sotho article ka- (Tsotsitaal)

Mtsetserepa coined from Sepedi ntetserepa meaning “tall and slender” (Tsotsitaal)

O bam from Sotho o ba mo (Pretoria-Sotho)

Kapa ka stina = kapa - from Afrikaans “kap” (chop); stina, from Afrikaans “steen” (brick) (Tsotsitaal). (Ramagoshi 2004).

The use of urban vernaculars should be discouraged, for at least the following reasons:

(i) It acts as an obstacle to the acquisition and development of the standard language

(ii) It obstructs the possible value of using bilingual exampapers

(iii) It complicates the promotion of African languages

3.7 L1 Didactic practice

Although the development of learners’ L1 skills may not seem to be part of the DoE brief for this research project, there is a clerar connection between learners’ academic performance and their L1 skill: As mentioned in Chapter Two, cognitive, emotional and social skills are best developed in a language learners know best, which is generally the L1. Learners’ L1 skills, however, seem to be underdeveloped, and this, it can be argued, is largely the result of ineffective (and unacceptable) didactic practices in L1 classes.

L1 teaching and learning was not a central part of the LingbeT brief. However, observation did suggest that L1 teaching is often still handled on the basis that linguistic competence is a matter of habit-formation, making repetition, rote-learning and the drill method the appropriate didactic methods. This practice needs be checked. In fact, a proper investigation of L1 teaching in general is necessary, with research undertaken on the curriculum, the learnig and teaching material and the didactic methods of L1 study at school levels.

A quote by Afolayan (1999:1) is appropriate in this regard: “Colonial experience has made Africa the continent where the child’s mother tongue is alienated within the educational system.”

As is generally known, the acquisition of English as a first or second additional language suffers to the same extent regarding the didactic practices used in schools, and research on this issue, in particular describing the actual realities of English language teaching, should also be considered by the DoE.

3.8 Classroom observations – some examples

The following are examples of linguistic behaviour in some of the lessons that were observed during the school visits:

Example 1 (Code-mixing)

Grade 11 – Sepedi (as a subject)

Teacher: Thuto ya rena lehono e tla ba ka kakaretšo summary

Literal: Lesson ours today will be about summary (said first in Sepedi then in English).

Standard: Our lesson today will be about a summary

Teacher:   Ke mang a ka ntlhalošetsang?

Literal:     Who for me can explain?

Standard: Who can explain to me?

Learner:   Ke a  Zama
Literal:     I try (Tsotsitaal)

Stand ard:  I am trying.

Teacher:    Ka sekgowa re ka re ke?

Literal:       In English we can say it is?

Standard: What can we say it is in English?

Learners:  (in unison) summary
…..

Teacher:    Ge o balla test or exam

Literal:      When you for study test or exam

Standard:  When you study for a test or examination.

Teacher:     O thoma go bala straight mo go yona.

Literal:      You start to read straight on it

Standard:  You start to read straight on it

Teacher:    Yo o balang straight o tla kwešiša

Literal:       This one reads straight he/she will understand

Standard:   The one who reads straight will understand

…

Teacher:     Ke di life skills; youth club

Literal:       Are they life skills; youth club.

Standard:   They are life skills; youth club.

Teacher:      Kakaretšo e ngwalwa bjang?. O tshwanetše gore o repeate se mongwadi a se ngwadileng. Go motho wa makang ge a hwetsa gore o ngwalolotše se mongwadi a sa se ngwalang, o go tima dimaraka, mantšu a gago ga a tshwanela go fetola storie. Storie se be original. Se kwagale, le a bona?

Literal:        Summary it written how? You must that you repeat that writer he has written. To person he marking when he finds that you rewritten that writer he that he not written, he not give marks, words of yours not must change story. Story it be original. It be heard, you do see.

Standard:    How is a summary written? You must repeat that what the author has written. To the person marking, when he finds that you have rewritten what the author has not written, he is not going to give you marks. Your must not change the story. The story must be original. It must make sense, do you see?

Example 2 (Code –switching)

Grade 11: Economic Management

Teacher:
What are formal and non formal businesses? Give me examples

Learner:
Driving School is formal.

Teacher:
A formal business has a certificate. Where do all these formal and non -formal business put their money?

Learner:
 E bank.
Literal:     At bank

Standard:
At the bank.
Teacher:  Why do businesses put their money in banks?

Learner:
Mali ya wena e ta ba safe makhamba ya nga yiva
Literal:     Money of yours will be safe thieves not still it.

Standard: Your money will be safe so that thieves cannot steal it

Teacher:
 Why do we put our money in the bank?

Learner:
  Mali a hina yi tswala.

Literal:       Money it yours will give birth,

Standard:   So that our money can grow. (get interest)

Teacher:     Miyi veka ku ringana nhweti loko mhweti yihela hi yi vitana ku ri endile ntswalo .

Literal:      We put that equal month that month it ends, we call it that it did birth.

Standard:  We put it for a month and after a month we call it interest.

Teacher:    Banks differ    ku hambana kantswalo
Literal:      Banks differ they differ interest with

Standard:  Banks differ in interest.

Teacher:   When you want to open a business, what do you do?

Learner:   Ku lomba mali
Literal:     They ask money.

Standard: You go and borrow money.

To summarise: The visits to schools showed that both teachers and learners code-mix and code switch, that Pretoria-Sotho seems to be dominant in the classes, and that Tsotsi-taal is slowly creeping in during lessons; this happens especially when a teacher reprimands or praises learners, that is, in personal interactions.

3.5 Effective language-based models for primary and secondary education 
mother-tongue instruction

mother-tongue-based bilingual education

dual, and

parallel media

3.6 Though there may be other strategies (translated exam papers), the obvious solution to the language problem seems to be MTE

4 Arguments in favour of MTE
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2005. LOTE as languages of science in multilingual South Africa. A case study at the University of Pretoria. Paper presented at the conference on Bi- and multilingual universities – challenges and future prospects, University of Helsinki, 1-3 September
2004. Using the African languages as media of instruction in South Africa: Stating the case. Language Problems and Language Planning. Special issue: South Africa. 28(2) In Nkonko Kamwangamalu (Ed.). 147-174.

2004. (With Biki Lepota & Refilwe Ramagoshi.) Using Northern Sotho as medium of instruction in vocational training. In K. Bromber & B. Smieja (Eds.): Globalisation and African Languages. Risks and Benefits. Berlin/New York:  Mouton de Gruyter. 119-146
Webb, Vic. 2002. Language in South Africa. The role of language in national transformation, reconstruction and development. Amsterdam/New York: John Benjamins

Webb, Vic & Kembo-Sure. 2000. African voices. An introduction to the languages and linguistics of Africa. Cape Town: Oxford University Press Southern Africa

5 Obstacles to the implementation of MTE in primary schools
(a) Attitudes of parents, learners, school managements

Myths: English can only be learned through immersion

ELP is equivalent to being educated

Inappropriateness of the African languages as educational


media

(b) Social and economic meaning of the African languages

(c) Absence of a fully-fledged standard language

(d) Ineffective study of learners’ L1

(e) Ineffective LiEP implementation measures

(f) The issue of costs

6 Developing the African languages as fully-fledged standard languages for use in education
The term fully-fledged standard language
The African languages of South Africa have all been standardised to a significant extent. However, these standardised varieties have not been generally accepted in formal domains such as schools; learners (and probably even teachers) do not know these varieties effectively (that is, do not have the required communicative competency in them); and they are consequently not used effectively. That is: although considerable corpus development has been undertaken, status, acquisition and usage development still needs to take place. As evidence of this one can take note of the disagreements at the 2005 workshop about the relative roles of rural and urban varieties of the African languages.

6.1 Status and prestige development (including changing language attitudes and the value of the African languages)

6.2 Corpus development

Technical terminology and registers
6.3 Acquisition development: Learners’ and teachers’ competence in the (fully-fledged) standard variety of the African language (CALP/ language for academic purposes), and includes effective L1 teaching and the effective development of L1 skills
6.4 Usage development

6.5 Educational resources (grammars, dictionaries; text-books)

6.6 Literacy (culture of reading, of intellectual discussion)

1. Accommodation strategies for speakers of LOTE in bi- and multilingual countries

Given the large LEP school population (4.5 million) in the USA, most of the literature on accommodation strategies deals with this country.

Non-language-related accommodations in the USA include:

(i) Allowing extra testing time (65% of US states)

(ii) Small group administration of the test (59%)

(iii) Individual administration (53%)

(iv) Testing in separate locations (47%)

Language-based strategies are:

(i) Test supervisors read instructions orally to test-takers and/or clarify problematic English words

(ii) Access to bilingual dictionaries

(iii) Access to monolingual dictionaries

(iv) Access to word-lists or glossaries

(v) Translated question papers

(vi) Bilingual question papers

(vii) Linguistically-simplified question papers

Garcia (2003:445) points out that “little is known about the effects of accommodations on test scores because few studies have been done to investigate this aspect”. However, the disadvantages of several of the above strategies are self-evident, especially from a SA perspective:

· Strategy (i) above is a possibility, but only in cases where LEP learners are clearly defined or delineated (which in SA may generate problems so that the exercise will not be worth undertaking)

· Strategies (ii) to (iii) are impractical in SA

· Strategy (iv) is subject to the same consideration as mentioned in (i)

· Strategy (v) could easily be misused or may expose schools and teachers – rightly or wrongly - to accusations of malpractice

· Strategies (vi) and (vii) require dictionary-skills, the ability to select the right meaning, is time-consuming and is costly (one dictionary for every examinee)

· Revera and Stansfield (1998) point out that an advantage of strategy (vii) is that glossaries do not contain information which may help examinees in their answers to exam questions. And Abedi et al (2004: 13) state that the use of “brief glossaries” (strategy (viii) produced “significantly higher performance”, but do not expand on this statement. It also received little attention in the other literature consulted.

Abedi et al (2004) summarise their discussion on accommodation strategies with the remark that there is too little research findings available to be clear about the best accommodation strategy. The “evidence” about accommodation strategies, they say, is often either anecdotal or based on perceived notions of “best practices”.

Translation and language simplification (ix to xi) are discussed separately below.

7. Recommendations

Among the main and most striking aspects of the dichotomy:
- infrastructure: many ‘underprivileged’ schools consist only of classroom blocks, some rural schools having even no electricity, and/or water. Libraries or resource rooms are often inexistent or poorly endowed; sports grounds at the best consist of soccer field when some ex-model C have swimming pools on top of other facilities
; 

- learners’s socio-economic conditions: a significant number of learners in ‘underprivileged’ schools come from disrupted homes: some are raised by single mothers with poorly paid jobs or no job at all, some lack parental care altogether, some even are heads of families, as Aids takes its toll on poorer communities. They as a rule enjoy little pedagogical support at home. Children may even come to school on a hungry stomach
. They may be confronted on a daily basis to violence, at home, and/or in the neighbourhood. 

- school-fees: the minimum fees is 120 rd/ year in underprivileged primary schools. Yet, in a few schools we visited in Durban townships, principals reckon that not more than one third of the fees eventually abound to the schools. Many parents are either unable or reluctant to pay and few are prepared to request support from department of social welfare. As school principals are (and rightly so) banned from expelling pupils on account of non-payment, the schools funds are depleted even further. Guards, extra-teachers, maintenance of buildings, in particular, and any equipment not strictly necessitated by the curriculum should be paid from the school own resources
. In contrast, ex-model C can request any amount of fees – sometimes in excess of 2000 rd/ month. 

- security on school premises: Violence on school premises has been on the headlights for some years, after a number of learners and teachers were maimed, some even killed
. In some ‘underprivileged’ schools, stationery cannot be kept safely, which prohibits any material improvement. Few ‘underprivileged’ schools can afford guards as they should be paid from school resources
. 

- ratio pupils/ teacher: in ‘underprivileged’ schools, the ratio pupils/ teacher in class is often over 60, well beyond the 35 recommended by the Department of Education
. With insignificant school fees, ‘underprivileged’ schools cannot recruit extra-teachers. This contrasts with ex-model C schools, which, with their own funds raised through school-fees, voluntary donations or otherwise, can contract supplementary teachers, and keep to the ratio or even reduce it
. 

- discipline: teachers absenteeism and lack of qualification and professionalism in underprivileged schools has been denounced repeatedly. Teachers themselves complain about lack of comprehensive training, especially since the new curriculum has been introduced with the OBE methodology.  

Needless to say, success or failure rates at matric are largely determined by the school category. 

Population shift in White schools’

Since constraining regulations were rescinded, many African parents, especially those from townships, have registered their children in former White or Indian schools, so-called ‘ex-model C’
, located in neighbouring towns
. 

This ever growing trend, coupled to a move away of Whites and Indians, has resulted in a drastic shift in the population of a number of such schools belonging to the lower rung in terms of fees, which now have an overwhelming majority of Black learners. These learners as a rule hail from low to middle income families
. More moneyed White and Indian parents, as well as Black upstart families, now opt for more expansive schools, where fees remain an effective barrier to social mixing
. 

Outside Gauteng, it is frequent that the majority of African learners in those schools belong to one linguistic group. In a school investigated in Durban
, Zulu speaking children represented over 90%. There is therefore no ground anymore to consider these schools as multilingual, even less multiracial. By their population, they are truly African schools. 

However, due in part to the inherent stability of school contracts, and, possibly, the lack of employment opportunities elsewhere, most teachers have remained. The staff is therefore constituted mostly of Whites or Indians, who seldom have any knowledge of the African language spoken by the pupils. 

Regarding medium of instruction, these schools use English only (occasionally with Afrikaans). African languages, if present at all in the school curriculum, feature usually as mere disciplines, sometimes even –again a legacy of the past- as second language and taught by non-mother tongue teachers
 … 

Logically in such a context, many such schools have set an English proficiency test to restrict entry to those African learners that have a knowledge of English deemed sufficient - even though this is discouraged by the Department of Education (interview Prince Masilo, Umalusi, Pretoria, may 2007). As they are confronted to a growing demand from African parents, principals can be selective. This had led in turn parents, including many Black-schools teachers, anticipating the barrier, to place their progeny in English pre-primary schools, whereas the more proficient ones would also try and make English a language at home
, ‘raising little foreigners in their home’ as observed sadly the famous Kenyan writer Ngugi WaThiongo (Time of the writer festival, Durban, 2007).  
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� This was a white-only election. Africans had no say in the vote. The coloured franchise in the Cape and Natal was not yet abolished but had little impact in terms of number. In 1948 the NP did not gain the majority of votes but later elections proved it had gained in popularity amongst the voting minority.


� This relation is embodied in Eiselen himself, the main thinker of Bantu Education, as chairman of the Commission named after him; Eiselen was born from German missionaries posted in pedi area, where he grew up (see … in Kallaway).


�It also imposed a theoretical parity between English and Afrikaans – the rough implementation of this last measure by the South Transvaal department of education and training led to the 1976 Soweto riots. and the demise of apartheid. For an in-depth study of the major aspects of Bantu Education, see inter alia the several contributions in Kallaway.


� 408 224 exam candidates registered to write the exams for African languages as first languages, distributed as follows: Ndebele: 4004; Xhosa: 74 556; Zulu: 125 606; Northern Sotho: 70 395; Sesotho: 31 404; Tswana: 42 790; Swazi: 13 979; Venda: 19 821; and Tsonga/Shangaan: 25 669. (53 020 Afrikaans-speaking examinees also wrote the exams in English as a second language.)


� In countries where English is the language of the exam, this is especially evident in the case of Limited English Proficiency learners (LEP), also called English Language Learners (ELLs), and second language learners in South Africa. For the purposes of this report, the term LEPs will be used.


� In Texas, USA, where LEP learners are not accommodated for their disadvantage, only 15% LEP candidates passed in 2003, and in California, where LEPs are allowed only extra time, only 18% of them passed Mathematics: Garcia, 2003.


� Concept acquisition, at the heart of learning, involves more than just learning the names of concepts; it also involves understanding the concepts, internalising them cognitively and using them in different contexts.


� See also Ausubel (1968: 127-128), who points out that educational development can only occur on the basis of meaningful learning: the construction of an integrated knowledge is important and should be linked to something familiar, as the basis of meaningful learning. Existing cognitive structure is the principal factor influencing meaningful learning and retention. Since 	logically meaningful material is always and can only be 	learned in relation to a previously learned background of 	relevant concepts, principles and information it is 	evident that the substantive and organisational properties of this background crucially affect both the accuracy and the clarity of these emerging new meanings and their immediate and long-term retrievability. It is important that learners should first recognise that the new knowledge relates to what they already know.


� Quoted from Ms K. Naude, from whose report much of the rest of this paragraph comes.


� See also the section below in which document design and layout is discussed (par. 6).


� A comment by Block (2002), citing Yager (1983:577) is also interesting in this regard. She comments that there is “strong evidence that one major fact of the current crisis in Science education is the considerable emphasis upon words/terms/definitions as the primary ingredient of science – at least the science that a typical student encounters and that s/he is expected to master”.


�  There was some disagreement about the role of code-switching in classrooms in the research group. Ms Refilwe Ramagoshi, co-author of this chapter, strongly supports this form of classroom communication.


� If only for these reasons, one can easily imagine the feelings of African parents and learners alike regarding those schools… 


� Feeding schemes are in place in a number of such schools.


� That is the case for instance for computers for schools not having the FET band, like junior secondary, etc, as computer science is not part of the curriculum below grade 10.


� Police is now entitled to search learners for drugs and weapons at any time.


� In September 2007, the department of education announced its intention to pay guards in a number of schools out of its own budget as from 2008.


� The figure given by the DoE is closer to the official ratio, but is not generally verified on the grounds. It seems the statistic include teachers assigned to non teaching duties (principal, vice, etc). 


� Salaries paid by schools may be higher than that of DoE….


� This categorization refers back to the second period of the apartheid regime. viz., the importance of fees paid by parents. Model-C schools are schools where non-state funding through fees was allowed to a significant degree. These schools then could have non-white students in proportion of the amounts of fees. The name has remained to identify all former white fee-paying schools.


� In the same time, rural families would try to send their offspring to township schools…


� Teachers in government schools lead the way in the flight away from those very schools where they teach… 


� This includes totally independent as well as upper crust ex-model C


� Durban Primary; this is not an isolated case although we cannot provide statistics at this stage. 


� This one is probably changing


� Maybe they will emulate tsarist Russia bourgeoisie, and turn to employ native English-speaking nannies, in an emulation of tsarist Russia bourgeoisie, where s (in Russia at the time, French child mentors were a must in well-to-do bourgeois families). 





